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Abstract
Madjiguene Salma Bah Fall
Transcultural and Translinguistic Latinx discourses: Challenging Raciolinguistic
Discourses in a School Community - Towards a Frame of Resistance
2019-2020
Zeynep Isik-Ercan, Ph.D.
Doctor of Education
This qualitative case study grounded in ethnographic methods examined how
transcultural and translinguistic students responded to ideological Discourses in their
school community. I explored the discourses of social power and hierarchical structures
and ideological Discourses present in the students’ experiences, and investigated how
they accepted or rejected the ideologies exhibited in these Discourses. This research was
motivated by three questions: (1) What are the discourses of social power and
hierarchical structures present in the experiences of middle-school Latinx transcultural
and translinguistic students in their school community? (2) What ideological Discourses
are enacted in these experiences? (3) How do these students respond to the ideologies
exhibited in oppressive Discourses? Raciolinguistics and New Literacy Studies were used
as theoretical frameworks; and data collection methods consisted of critical focus-group
discussions, semi-structured and image-elicited interviews, and emplaced and active
observations. The findings facilitated the development of transresistance, a frame that
explains how translingual and translinguistic students respond to oppressive ideological
Discourses in a more systematic, intentional, and sophisticated manner than previously
determined. The implications of these findings for theory, research, and practice are
discussed, along with recommendations for future research.
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Chapter 1
Introduction
In recent years, the global increase of nationalistic tendencies in foreign affairs,
culture and society, education, national security, and criminal justice policy has prompted
contentious conversations around the rise of nationalism and issues connecting power,
identity, and privilege. These policies have dominated public discourse due to their
intolerant perspective rooted in Whiteness (Cochrane, 2015; Delgado and Stefancic,
2011). In the case of the U.S., immigration and educational laws have been increasingly
harsh with the significant rise to power of political leaders and lawmakers who have
declared their accord with anti-immigrant rhetoric targeting non-White immigrants (Fall,
2018; Serafini & Gee, 2017). These circumstances have brought upon those who do not
embody Whiteness in their ways of being in and seeing the world, violent
epistemological attacks that silence oppressed groups (Dotson, 2011). In school
communities for example, these assaults have targeted transcultural and translinguistic
students (referred to as TTS from this point forward), whose “trans” (“In between and
across,” Canagarajah, 2013) natures are founded in more than one language and culture,
and whose linguistic identities are characterized by complex and multimodal ways of
doing language that may not always align with mainstream languaging traditions and
expectations. These students have been described as typically characterized by one or
more of these constructs:
•

translocality (Appadurai, 1996; Hannerz, 1998; Sinatti, 2008; Smith, 2001), the

connection between geographical locatedness, identity, and political affiliation in
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which “diasporic community-building in which the locatedness or territorial anchors
of identity and community are problematized by modes of practice which effectively
reconstitute these communities (and their politics) in locales beyond the boundaries of
fixed territory” (Mandaville, 1999, p. 654).
•

translingualism (Kellman, 2003; Lvovich & Kellman, 2015), the creative ways

one practices literacy, especially writing, in multiple languages or in a language other
than one’s primary or heritage language, as a way to accentuate freedom from cultural
and monolingual limitation. It is also a “distinct communicative competence centered
on the interpretation of messages (that) shows that a significant departure from
traditional approaches (and which should trigger) a rethinking of the purpose of
teaching and learning materials” (Molina, 2011).
•

transliteracy (Liu, 2012), which originated from Alan Liu’s Transliteracies

Project at the University of California in 2005, is concerned with the ability to have
fluid movements across a range of settings, modalities, genres, and technologies
(Sukovic, 2014). It is defined as “the ability to read, write and interact across a range
of platforms, tools and media from signing and orality through handwriting, print,
TV, radio and film, to digital social networks” (Thomas et al., 2007).
•

translanguaging (Creese & Blackledge, 2010; García, 2014), which was born

from Grosjean’s (1982) the idea that bilinguals are not two monolingual individuals
assembled in one, the term translanguaging was devised into the English language by
Baker (2012) from Cen Williams’ (2002) Welsh term "trawsieithu," which he defines
as “receiving information in one language and using or applying it in the other
language. It is a skill that happens naturally in everyday life, e.g. when a child
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receives a telephone message for his/her mother in English and conveys the message
to her in Welsh.” Translanguaging is when a speaker, while making meaning,
transferring information, and acting out identities, uses two or more of her languages
with tools such as available linguistic symbols to connect with her audience (Creese
& Blackledge, 2010) and “from a variety of relational contexts in ways that fit their
communicative needs” (García, 2014).
•

transnationalism (Lam & Warriner, 2012; Schiller, Basch, & Blanc-Szanton,

1992), which is placed into a globalized context in which geographically-delineated
nations can no longer be contained with their traditional boundaries. Consequently,
identity-influenced practices such as languaging, the production and use of texts and
other literacy practices are affected by people’s mobility in contexts of migration
(Lam & Warriner, 2012). Transnationalism is defined as a “process by which
immigrants (transmigrants) build social fields that link together their country of origin
and their country of settlement, (in which they) develop and maintain multiple
relations - familial, economic, social, organizational, religious, and political that span
borders” (Schiller, Basch, & Blanc-Szanton, 1992).
Of these TTS mentioned above, Latinx students from immigrant backgrounds
have notably endured the depreciation of their linguistic repertoires and delegitimizing of
their literacy practices (García, 2014). Indeed, these students’ languaging is entrenched in
the fact that they are transnational individuals; people who travel regularly across
national borders, or who personify the sociopolitical and cultural phenomena among
individuals who do cross geopolitical borders regularly as well as those who do not
(Warriner, 2007). Certainly, these students represent groups that, even if they do not
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always physically move between two nations, preserve “identifications, allegiances,
relations” (p. 211) with political entities elsewhere. These affiliations foster transnational
literacy practices deeply influenced by globalization, immigration, and a transnational
existence; they incarnate “the complexities of belonging both ‘here’ and ‘there’
simultaneously” (Suarez-Orozco, 2001). In contrast to the transcultural and
translinguistic identities of Latinx students from immigrant backgrounds, stand ideologies
concerned with assimilating non-Whites into white culture and language (Alim, Rickford,
and Ball, 2016). They fuel racial, ethnical, and linguistic oppression, which perpetuate
the hegemony and coloniality of the English language (Macedo, Dendrinos, & Gounari,
2003). Their discrimination, othering, and exclusion (Solórzano, 1997; Solórzano &
Yosso, 2001) are enacted through school policies and practices based on deficit-oriented
monolingual and standard-language perspectives (Agha, 2005; Flores & Rosa, 2015;
Lippi-Green, 2016).
Due to this predicament, there is an urgent need for education scholars to address
the vexing condition of Latinx immigrant students in our school communities. Although
there is a large body of work that focuses on the circumstances of immigrant and Latinx
students in schools, another set of scholarship that demonstrates how racist and linguicist
ideologies are enacted through language and literacy, and a third body of work that
speaks to how TTS challenge school ideologies founded in raciolinguistics, we have yet
to theorize how TTS systematically respond these oppressive ideologies. Additionally,
when analyzed in depth, several gaps emerge in this body of scholarship. One, TTS have
been viewed as a homogeneous group because the labels placed on them “tend to
homogenize distinct historical experiences and tend to blur cross-cultural identities”
4

(Fergus & Noguera, 2009; López & Mulnix, 2002, p. 4). Two, researchers have used
traditional research methods that may perpetuate the same marginalization they aim to
document. Indeed, researchers often focus on a single sensory modality (Pink, 2015) or
category of data collection or analysis in their work; this could have adverse effects on
research. For example, solely accounting for the voices of non-native English-speaking
students by collecting data through traditional interviews conducted in English, may be
viewed as inflicting the coloniality of English onto these students. Finally, research about
Latinx from non-Latinx perspectives has been at times conducted and written in ways
that reproduce and perpetuate their marginalization. As Fergus and Noguera (2009)
assert, “past research has mostly been an undemocratic process…subjects whom the
research is about are most often excluded from the research itself” (p. 25).
The current literature is expanded and complicated with this study, where I sought
to decolonize my methodology by using non-traditional ethnographic sensory methods
for data collection that promote the multimodal ways of expressing and representing
language. As well, this study is timely because it responded to the call to counter
sociolinguistics’ mainstream perspectives and hegemonic ideas on race, ethnicity, and
language (Alim, 2016). I theoretically framed and empirically presented Latinx students
as empowered individuals capable of self-consciousness and epistemological resistance,
who can intentionally accept or reject the ideologies presented to them.
To accomplish this, in the Spring of 2019, I sought to study eight self-identified
middle-school Latinx students from immigrant families in a community with a large
Latinx representation. I investigated the ideological narratives and identities they
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experience in their academic and social lives in their school community and inquired
about how they responded to them.
Purpose and Significance of Study
The purpose of this study was to explore the discourses of social power and
hierarchical structures present in the experiences of secondary Latinx TTS in their school
community, examine the ideological Discourses enacted in these experiences, and
analyze how participants responded vis-à-vis the oppressive ideologies exhibited in these
Discourses.
The significance of this study is first rooted in its denouncing of the current global
sociopolitical condition, where minoritized people of color, including Latinx groups,
have been a target for overt and covert vicious physical, verbal, and epistemological
abuse; in our media, our streets, in neighborhoods, and even in our schools. By doing this
work, I hope to contribute to scholarship that responds to the urgent need to resist racist
and linguicist educational policies and practices, using critical inquiries. Second, I want
to contribute to the language and literacy literature is two ways. By examining Latinx
students’ reaction to domineering ideologies through the investigation of how they use
the empowering diverse multimodal literacies with which immigrants communicate, this
work added to research that decolonizes. It achieved this goal by amplifying the voices of
Latinx students and immigrant students by sharing a positive perspective on their critical
consciousness, and by helping surface how Whiteness surreptitiously oppresses othered
languages and literacy practices in schools. Additionally, findings from this project
inform a fight to redefine language and literacy as inclusive, equip teacher educators with
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the tools to prepare social justice teachers who are prepared to critically engage their
school communities using critical pedagogies in the classroom and advocacy in the
community, and provide immigrant students with additional critical tools to fight back
against the assault on their identities.
Research Questions
The following questions guided this inquiry:
● What are the discourses of social power and hierarchical structures present in the
experiences of middle-school Latinx transcultural and translinguistic students in
their school community?
● What ideological Discourses are enacted in these experiences?
● How do these students respond to the ideologies exhibited in oppressive
Discourses?
Theoretical Framework
The two interrelated frameworks used in this work facilitated my discovery of the
language and literacy discourses and Discourses (D/discourses) present in the
experiences of Latinx TTS in their school community and helped me conceptualize their
response to them. The literature on the multidimensional framing of race and language
and the body of scholarship on the study of literacy in changing social and spatial
contexts of migration drove my thinking and offered me the lenses of Raciolinguistics
and New Literacy Studies.
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D/discourses. The constructs of discourses (small d) and Discourses (big D)
(Gee, 2005) described the ideological narratives and identities enacted in the participants’
daily lives in their school community and helped explicate if and how they accepted or
rejected them. I turned to the scholarship stemming from the New Literacy Studies (NLS)
to centralize the “interplay between the meanings of local events and a structural analysis
of broader cultural and political institutions and practices” (Hull & Schultz, 2001, p.
585). (Small d) discourses or language-in-use are strongly tied to how society allocates
social power and hierarchy. This is why, according to Gee (1996), social power and order
are “always and everywhere ideological" (p. 132). Discourses, on the other hand,
represent identity kits that embody how people behave, interact, value, think, believe,
speak, and often read and write. They are recognized as “instantiations of particular roles
(or 'types of people') by specific groups of people” (Gee, 1996, p. viii). They are
entrenched in social hierarchies, are fundamentally ideological, and are used to affiliate
or disassociate with members of social groups. Considering this background, a
continuous discussion of D/discourses underlined the analysis of how participants
responded by responding to ideologies about language and literacy exhibited in their
school experiences.
Raciolinguistics. Raciolinguistics studies the intersection of race, ethnicity, and
language (Alim, 2016); it expands sociolinguists and linguistic anthropologists’ previous
studies of the conjuncture of race, language, and culture, into a relatively new arena
where scholars theorize race through language studies. In 2015, Nelson Flores and
Jonathan Rosa first popularized the term Raciolinguistics in their discussion of language
appropriateness in American language and educational system. In 2016, H. Samy Alim,
8

John R. Rickford, & Arnetha F. Ball edited an anthology that brought together scholars
from several subfields of linguistics. These researchers offered a thought-provoking
compilation of works that highlighted the vital role of language in the sociopolitical
process of racialization while and disputing and deconstructing normative racial
categorization and language markers. I used two principal beliefs of Raciolinguistics to
support my analysis. First, ideologies about language form, preserve and alter racial and
ethnic identities (Bourdieu, 1991; Durán-Almarza, 2012; García-Sánchez, 2016; Hull,
2008; Morín, 2011; Perez, Vasquez, & Buriel, 2016; Roth-Gordon, 2016; Silverstein,
2003). Second, ideologies about race shape sociolinguistic variation and social and
political processes (Nieto, 2000; Picower, 2009; Podesva (2016); Sharma, 2016;
Wortham, 2001; Zentella, 2016). Lastly, it is worth noting that both these principals
present the English language as a perpetuator of epistemic violence (Cochrane, 2015;
Dotson, 2011; Hull, 2008; Leonardo, & Grubb, 2014; Lippi-Green, 2012; Macedo,
Dendrinos, & Gounari, 2003; Noroozi, 2015).
Raciolinguistics helped me make meaning of the historical moment in which we
are currently living, wherein “we are constantly orienting to race while at the same time
denying the evidence that shows the myriad ways that American society is fundamentally
structured by it” (Alim, 2016, p. 3). Indeed, this new turn in language theory constitutes
an appropriate theoretical framework to analyze how language is used to channel love or
hate, acceptance or rejection of ideologies and groups in public spheres of politics,
culture and education. Undoubtedly, from President Obama’s speeches charged with cues
about his social and raciolingual identity and political allegiance as an articulate Black
president (Alim & Smitherman, 2012) to President Trump’s continuous overt and covert
9

vocalization of his fidelity to nationalistic and white supremacy views, it has been
demonstrated over and over, in this historic moment, that politics of race are carried and
promoted through language. Scholars have seized this critical period in our history to
examine the connection between race and language in a world steeped into globalization
in which the explosion of movements of people around the world undeniably has shaken
narrow conceptualizations of races, languages, and identities (Blackledge & Creese,
2017; Warriner, 2007). They have illustrated the principal role language plays in forming
our views about race and vice versa (Alim, Rickford, and Ball, 2016) by theorizing race
through the lens of language or languaging race (p. 7) and theorizing language through
the lens of race or racing language (p. 12). In doing so, they have moved away
collectively from the examination of race, ethnicity, and language in different fields of
study and brought them at a point of convergence. On the one hand, scholars examined
how the social creation of racial identities is undeniably linked to language and analyzed
how people change their marked race identities by re-configuring language. On the other
hand, the scholarship illuminated new understandings into sociocultural experiences of
minoritized racial and linguistic communities through the examination of education and
demographic shifts on a global scale and concepts of language appropriateness (Flores
& Rosa, 2015) and deficit-oriented ideologies in U.S. language education (Liggett, 2004;
Gándara & Hopkins, 2010) based on racism and linguicism, which Skutnabb-Kangas
(1989) coined as the "ideologies and structures which are used to legitimate, effectuate,
and reproduce unequal division of power and resources (both material and non-material)
between groups which are defined on the basis of language" (p. 455).

10

In this work, I contribute to this literature by highlighting how TTS from Latinx
immigrant origins respond to the D/discourses born from oppressive ideologies such as
the ones propagated in the Raciolinguistics scholarship.
New Literacy Studies (NLS) and the enactment of language and literacies
within transcultural and translinguistic Discourses. I used three main ideas from this
perspective throughout my data collection and analysis . First, language is an ideological
social practice, rather than a set of technical skills (Street, 2003). Second, literacy is
historically, socially, culturally, and politically situated (Barton & Hamilton, 2000; Gee,
1991, 2000). Finally, multiple ways of expressing and representing language are enacted
in endless making-meaning methods learned in and out of schools (Cope, Kalantzis, &
Abrams, 2017; Cowan & Kress, 2017; Kress, 2010). In this work, I considered how NLS
ideas stand in opposition to oppressive ideas about language and literacy; they supported
my analysis in two principal ways.
First, NLS helped me explicate the different facets of doing language which
depict an inclusive picture of what counts as literacy, whose language and literacy
matters, and made me consider the many ways in which people do language, as well as
the multitude of tools they employ to understand communication and express language.
Street (1985), one of the founders of NLS, insists on the fact that language is a social
practice. Gee (2000), his co-founder focuses on the importance of discourse and the
power and ideology carried in its expression. Gee (1999) reminds us that language is
more than just a tool for saying things; it is a tool for saying (inform), being (be), and
doing (act). When people enact a literacy, the language used, what they identify as, how
they are being positioned in society, their clothes, their culture, the way they say, be, and
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do; all these things affect the discourse they express and how it is received. Specific
discourses are favored because of the Discourses ratified in them, thus, the significance
of discourse analysis, the study of language-in-use (Gee & Handford, 2012). To
emphasize on the idea that discourse must be critically analyzed to understand its social
and political effect, language-in-use has been examined through intertextuality (Maybin,
2000); in the context of literacy education, literacy practices and events, and critical
literacy (Barton, 2000; Freebody, 2000; Janks, 2000); in combination with social theory
(Barlett & Holland, 2002); and in function of the multimodal ways in which people
communicate (Kress and van Leeuwen, 2001; Pahl, 2002). NLS work mandates that we
always look at language and literacy from the perspective of its actors, and always in the
social and political context. Situating literacy historically, socially, culturally, and
politically allows to uncover and validate the many forms in which it is expressed. Also,
this positioning reveals the infinity of representations through which literacy is exhibited,
leading to the recognition that there exist infinite ways to make sense of it.
Second, because the NLS scholarship accounts for changing social and spatial
contexts of migration, its philosophies supported my analysis of the experiences of my
participants, as TTS whose languaging is different because of their complex identities
prone to challenges in mainstream spaces. Thanks to this work, I was able to evaluate my
participants’ developing linguistic identities and question how the social and political
contexts in which they evolve created imposed and self-proclaimed Discourses. This
research that has described the identity of TTS while they are not at school and has
revealed that they do in fact have a tremendous amount of literacies that they practice
well, through multimodal means (Rosemberg, Stein, Alam, 2013). For one, these
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literacies demonstrate TTS’s transnationalism, which explains the social practices born
from the phenomenon of the same name (Warriner, 2007; Stewart and Hansen-Thomas,
2016). It identifies the movement of people who have moved across geopolitical borders
while keeping ties to their countries of origin (Hornberger, 2007). Latinx students from
immigrant families, whether they were born abroad or in the U.S., maintain a level of
transnationalism through their inherited ways of living and belonging that are active in
their families. Moreover, their literacies attempt to “show up at school” because they are
natural to the students, but they get shut down, ignored, delegitimized, and devalued
(Gumperz, 1964; Moll, et al., 1992; Pahl & Burnett, 2013; Reyes & Esteban-Guitart,
2013). The strong connection between TTS’s social identities was visible in their
linguistic identities, for example, in the funds of knowledge they brought from their
homes and communities (Gilmore & Wyman, 2013; Moll, Santiago, & Schwartz, 2013);
in the bi/multilingual ecology they foster in their school environment, in classrooms
(García, 2014; Medina, 2010) and after-school programs (Martínez-Roldán, 2015); and in
their linguistic practices at school (Abraham, 2014; Cenoz & Gorter, 2011; Hinton, 2011;
Creese & Blackledge, 2010; Mick, 2011).
The visual below (Figure 1) illustrates the way I framed some of these theoretical
concepts about language and literacy referred to above in order to guide my
methodology.
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Figure 1. Conceptual Framework

Summary
The purpose of this study was to explore the discourses of social power and
hierarchical structures present in the experiences of secondary Latinx TTS in their school
community, examine the ideological Discourses enacted in these experiences, and
analyze how participants responded to the ideologies exhibited in oppressive Discourses.
In this chapter, I first introduced the background and problem that underline this research,
centered around persistent and current nationalistic U.S. policies that fuel individual and
structural epistemic oppression against racially, ethnically, and linguistically minoritized
groups. I also shared how and why I focused this project and my discussion on Latinx
students from immigrant families in American schools. Second, I established the
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significance and urgent need for this work, before stating my research questions and
theoretical framework.
In Chapter 2, I review the literature on Whiteness, raciolinguistics, and
transcultural and translinguistic Discourses. I discuss the racialization and
transracialization of TTS, the impact of race perceptions on TTS linguistic identities, the
enactment of language and literacies within TTS Discourses, and how Latinx TTS use
epistemic disobedience to historically challenge ideologies based in epistemic violence.
Chapter 3 presents a description of my theoretical and methodological stance; explains
the qualitative research traditions to which I adhered, and the case study methodology
based on sensory ethnographic methods I utilized in this work; detailed the study’s
methods and procedures, and addresses the details of the study’s rigor. In Chapter 4, I
offer the principal findings or case assertions revealed by this study of eight Latinx
secondary school TTS in mainstream spaces within their school community and ways in
which they responded to oppressive ideological Discourses present in these spaces.
Chapter 5 presents a summary and discussion of keys findings of this research, considers
the implications and limitations of this research, and offers recommendations for future
research.
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Chapter 2
Whiteness, Raciolinguistics, and TTS Discourses
This chapter invokes theoretical and empirical scholarship focused on Whiteness,
raciolinguistics and TTS Discourses in the context of globalization and immigration.
First, I examine works on the racialization and transracialization of translingual and
transcultural students (TTS). I specifically look at fixed notions of TTS’ race and
ethnicity as well as how they are perceived and how they transracialize in schools.
Second, I direct my attention to literature that describes the impact of race perceptions on
TTS linguistic identities, drawing from scholarship about intergenerational gaps and the
formation of new languaging practices and linguistic identities. After this examination of
Whiteness and how it oppresses through raciolinguistics, I then review the literature on
the enactment of language and literacies within TTS Discourses, including languaging as
an ideological social practice; situating literacies in historical, sociopolitical, and cultural
contexts; and multimodality in languaging. Finally, I show how ideas of Whiteness clash
with Latinx TTS’ languaging, by sharing the literature that testifies to how they fight
epistemic violence with epistemic disobedience. Here, I explore Latinx TTS’ opposition
to these ideas through the reclaiming of transcultural identities and the enactment of
translinguistic acts.
Introduction
The scholarship of critical race theorists such as Ladson-Billings and Tate (1995)
and Delgado and Stefanic (2001); as well as W.E.B. Dubois’ work, among that of other
prominent Black scholars, informed the literature on Whiteness (Schieble, 2012). This
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literature keeps pointing to Whiteness’s persistent hegemony, since its origination from
the rise of nation-states and colonialism (Flores, 2016), to its systemic manifestation in
modern society’s systems and structures. As Fanon (1952) asserted, “the White man is
locked in his Whiteness” (p. xiii), whose enactment can be found in everyday
happenings, such as overt and covert incidences of White racism, is still a harsh reality in
many parts of the world, especially in the U.S. Unfortunately, although most people of
color in the U.S. regularly report experiencing White racism (Hill, 2008), most White
people view it as “part of the American past, and anti-racist struggle as largely
completed” (p. 1). Another area of American life where Whiteness routinely strikes is in
its educational system and school communities. With the enactment of revolutionary
Spanish-English bilingual policies of the 1960s born from the Civil Rights Movement
and prompted by the demand of Native Americans, Puerto Ricans, and MexicanAmerican to have maintenance bilingual education programmes (García, 2014); and with
the explosion of immigration in the 1970s; and now Globalization; the American
linguistic fabric experienced an impressive shift that forced a realization that
multilingualism and those who are multilingual, must be factored into educational
policies, practices, and research. Consequently, a section of language and literacy
research has been since dedicated to the implication of this massive immigration and
linguistic alteration in our school communities. Much of the literature that stemmed from
this enterprise focuses on the dynamic and fluid languaging of bi/multilingual students in
the U.S. and how they clash with the views on languaging that reign over existing school
practices and policies. This scholarship acknowledges that American schooling responds
to this tension with systemic oppression against those who enact them, not only because
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of their cultural, racial, ethnic heritage (Alim, 2016). Scholars have been propelled to
“challenge the positioning of monolingualism as the norm and instead argue for adopting
a heteroglossic perspective through which bilinguals’ fluid language practices in their full
complexity are acknowledged and valued” (Gort, 2015, p. 2) and even conceptualize
multidimensional theories about matters of racism and education, pointing to their
faithfulness to the reflexivity at the heart of the “critical program in education as well as
the dominant concern with inequality and liberation from it that are so emphasized in any
study of race worth mentioning” (Leonardo, 2012, p. 10).
The Racialization and Transracialization of TTS
The language practices of transcultural and translinguistic people have caused
them to be raced by Whiteness-fueled ideologies. Whiteness is a structural state that
bestows exclusive privilege, a viewpoint from which to perceive and assess oneself and
others, and a set of cultural practices that are usually unmarked, unnamed and
normatively given (Cochran, 2015). These characteristics make Whiteness relatively
invisible, which heightens both its effect and dominance. For example, it has been
demonstrated to be highly impactful on Latinx groups’ physical health according to
López et al.’s (2017) study based on the 2015 Latino national Health and Immigration
Survey, which found that men perceived by other Americans as being Latinx were
associated with higher odds of reporting optimal physical health). Through racialization,
Whiteness instills society with a consciousness of racial differences and ascribes negative
racial and linguistic character to the identity markers of minoritized groups to serve racist
ends. It attacks in ways subtle and more obvious, such as TTS’ through forcible
“English-Only” movements (Lipsitz, 1998; Schmidt, 2002), which most severe cases
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developed in states bordering Mexico such as Arizona, California, and Texas (Davis &
Moore, 2014); phenotypical association, or linking physical and behavioral
characteristics (Omi and Winant, 1994); and using the ideologies of language
standardization and languagelessness in policies and everyday interactions (Rosa, 2016).
Linguistic racialization has played a fundamental role in forming, preserving, and altering
racial and ethnic identities (Alim, Rickford, & Ball, 2016). Scholars have studied how it
manifests in and impacts the school experiences of TTS.
Fixed notions of TTS’ race and ethnicity and racialization. By inflicting a
fixed notion of race and ethnicity (sometimes used interchangeably), racialization ignores
the multiplicity of TTS’ ethnic, racial, cultural, and linguistic origins. Whiteness
misleadingly assumes fixed identities that attribute supremacy to the white race, making
its cultural and linguistic practices the norm for goodness and the proprietor of
knowledge. As Memmi (1965) argues, “all racism and all xenophobia consist of
delusions about oneself, including absurd and unjust aggressions toward others” (p. 130).
García-Sánchez (2016) advances this view by stating that race is based on imagined
“differences” and stereotypes, which Agha (2005) named figures of personhood,
imagined as “truths”. Such imaginations are ratified in society through veiled racist
discourses that reproduce white hegemony while pejoratively racializing minoritized
groups and elevating Whiteness. For example, while Spanish-speaking groups,
particularly Latinx people in the U.S., are policed and prohibited to use Spanish or any
“accented” English through educational policies or politics of intolerance (Macedo,
Dendrinos, & Gounari, 2003), whites can use mock Spanish, the accepting and rejoicing
of the insertion of Spanish in everyday English (Hill, 2008). Racial superiority is
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furthered through strategies of condescension (Bourdieu, 1991), such as the use of the
Spanish language freely, which in this case is praised and admired (Hill, 2008). In
contrast to these fixed white identities, are fixed Latinx identities that trap this group in a
cycle of societal marginalization. As Rosa (2016) suggests, one of the main ways in
which Latinx are recognized as an ethnoracial group is through their hybrid identity of
Latinhood inflicted by language ideologies. Indeed, their emblem of identity (Silverstein,
2003) as Spanish and Spanglish speakers (Anzaldúa, 1987) positions them as
ethnolinguistically and ethnoracially different, which in turn is used as a justification for
assimilationist school policies and the impeding on their linguistic assets (Perez,
Vasquez, & Buriel, 2016). These fixed notions of race are accompanied by particular
perceptions of TTSs by others and by themselves.
Perception and transracialization of TTS in schools. To add to the argument
that language has critical effects on race and in addition to their focus on how
racialization creates fixed races and ethnicities, scholars emphasize on the classification
of groups with respect to how they are perceived in a nation (García-Sanchez, 2016).
Zentella (2003, 2016), for example, speaks of chiquita-fication, the hispanophobic
practice of romanticizing and othering Latinx people because of the ways in which they
are depicted in society. Delgado and Stefancic (2011) edited a volume in which several
authors responded to the social construction of Latinx people as the “problem group”.
This scholarship speaks to the demonization of the Latinx groups by painting them as a
separate inferior race (Morín, 2011).
Additionally, others argue that through language, one can personify, disembody,
and enjoy or be inflicted with associations made with a particular race. In fact, Alim
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(2016) claims that transracial subjects translate themselves racially with the goal of
better dealing with racism. They work to “do” and “undo” race when necessary to stop
racial categorization. Roth-Gordon (2016) corroborates this point by asserting that racial
malleability shows how what people do and how they speak, in other words their
linguistic and cultural practices, matter in our ideas and assessment about their race. Her
work with Brazilian youth revealed that Whiteness represents positive attributes such as
citizenship, privilege, and respectability that can make you desirable in society. DuránAlmarza (2012) further explains how transracialization is just a way to survive the fierce
struggle racialized people suffer in hostile environments. In their work, they justify it for
Dominicans living in New York, or Dominicanyorks who racialize to creatively adapt to
new circumstances. This section points out issues encountered in the extant of prior
research, because it demonstrates how the Raciolinguistics scholarship provides so far
more theorization than experiential research, creating a need for empirical evidence of the
racialization and transracialization of Latinx TTS in the Raciolinguistics literature. In
addition to focusing on how language forms our ideas about race, raciolinguistics
scholarship also directs our attention to how assessments of race impact language and
language use.
Impact of Race Perceptions on TTS Linguistic Identities
Hegemonic ideas about the race and ethnicity of minoritized groups can explain
the connection between sociolinguistic variation and sociopolitical processes; thus the
critical role of race in the disparity of generational linguistic practices within
sociocultural groups, the development of evolving languages underlined by dual and
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multi-identities, and the linguistic decisions made to join or disassociate from a particular
racial group based on the ethnolinguistic repertoires attributed to it.
Intergenerational gaps. The disparity of generational linguistic practices of
Latinx sociocultural groups is one of the various examples of generation gap issues that
threaten the harmony and heritage of this community. I addressed this phenomenon in my
work with Mexican communities (Fall, 2018) whereas parents (first-generation
immigrants) fear that their children’s (second-generation immigrants) assimilation into
American culture and adoption of the English language as their own threatens the
survival of their traditional languages, such as Zapotec, and literacy practices, such as the
transmission leyendas (legends). In fact, as Zentella (2016) reports, second-generation
Latinx immigrants struggle with negative identity labels such as Pochos/as or
“descolorido (faded) or putrefacción/podrido (rotting/rotten)” (p. 336), which point to
their belonging to two countries and two languages. Being such an ugly and undesirable
figure (“recognizable social personas that circulate among some set of individuals, which
circulation can be traced along identifiable trajectories across space and time” – GarcíaSanchez, 2016, p. 312) encourages Latinx youth to reject their families’ cultures and
languages to adopt more convenient ethnic styles of speaking (Sharma, 2016). As Sharma
(2016) explains, some members of the Punjabi-speaking community she studied in
England emphasized ethnoracial and class differentiation to distant themselves from other
Punjabi speakers, while the youth showed more signs of Britishness and Whiteness over
time. The conflict between the languaging of TTSs and their older family members from
different generations is illustrated in their formation of new linguistic identities.
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Formation of new linguistic identities: TTS languaging practices and
identities. The linguistic decisions made to join or disassociate from a particular racial
group are based on the ethnolinguistic repertoires attributed to it. Indeed, the literature
provides many examples of how negative qualities are systematically assigned to
transcultural and translingual groups. The literature cited below shows how immigrants’
races and ethnicities are perceived in society creates their development of dynamic
linguistic identities founded in dual and multi-identities. As García-Sanchez’s (2016)
claimed, understanding language is to understand how it gets linked to ideas about how
people are figured or perceived through figured worlds, which are made-up descriptions
or accounts and images sociocultural groups use to construct a comprehension of the
world from their perspective (Gee, 2005). For example, linguistic attacks are enacted
through tokenization – viewing one member of a group as its sole entire national, cultural,
or ethnic representative (Wortham, 2001) - and racist pedagogies embedded in Whiteness
(Nieto, 2000; Picower, 2009), such as narrative elicitation, which silence students
(García-Sánchez, 2016). Consequently, on the one hand, racialized groups may choose
not to speak their languages because that may then not be considered “authentic
speakers” (Eckert, 2003) of the mainstream desirable language. This negation of their
languages is due to the fear of been categorized as undesirable, as García and Zakharia
(2010) explain, individuals are relentlessly looking for “new social and linguistic
resources which allow them to resist identities that position them in undesirable ways,
produce new identities and assign alternative meanings to the links between identities and
linguistic varieties” (p. 524). For example, Perez, Vasquez, & Buriel (2016) note that one
reason for the progressive decline in the use of indigenous Zapotec, Mixtec, and
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Purepecha languages is ethnic-based linguicism. Another reason is the notion of salir
adelante, otherwise called “moving forward” (Angelica Reina, 2014) or “improving the
quality of life” (Lee, 2008), which has been characterized as language assimilation for
economic prosperity after the acquisition of “proper” English or citizenship status (Fall,
2018) and as practicing perseverance or bettering oneself or one’s family situation
(Hanna & Ortega, 2016). Indeed, salir adelante is a strong synonym of being proficient
in English. Hanna and Ortega found this was true for their research participants who were
Mexican immigrants living in Denver, Colorado: “For some, in order to salir adelante in
the United States, it is necessary to learn English. One participant said, ‘It would be good
if one would try hard at work and learn English and not do bad things, salir uno
adelante.’ Another participant acknowledged that children were able to salir adelante by
gaining an education: ‘The children that are American citizens ... many of them are
studying, saliendo adelante.’”
On the other hand, minoritized groups may take a self-defense stance by using
linguistic features connected to racial and ethnic varieties to declare their opposition to
linguicism; such as Black Jews using Jewish English to reclaim their Jewishness (Benor,
2016) and Oaxacan indigenous groups in California to declare their indigenous identity
(Perez, Vasquez, Buriel, 2016). Podesva (2016) also illustrates this in his example of an
African American woman who would use African American English markers in a
conversation every time she discussed the gentrification of her neighborhood, to which
she is extremely opposed. The consequences of the negative racial stereotypes create
intergenerational gaps between generations of TTS and influence the creation of new
languaging practices and linguistic identities. Despite this important knowledge offered
24

in the Raciolinguistic scholarship thus far, previous research can only be considered a
first step towards a more profound understanding about the influence of ideas about race
on TTS’ identities. Questions such as how this influence is personified, by whom, and for
which reasons remain to be asked. Next, I’ll discuss the always evolving and complex
ways in which TTS enact their languages and literacies; this couldn’t be truer for the
participants of this research, Latinx TTS.
Enactment of Language and Literacies Within TTS Discourses
TTS live between two ideologies and set of identities: the identities influenced by
raciolinguistic ideologies and those rooted in their transcultural and translinguistic
existence. In the section below, I report on literature that describes how they enact the
latter.
TTS Languaging: A Social Practice. “Ideology presents a systematically
organized presentation of reality” (Hodge & Kress, 1993) grounded in a certain truth. In
fact, linguistic processes carry ideological motivation in what is said and how it is said.
For example, “what the powerful say can often be ‘right’ because it is said by the
powerful” (p. 122). When applied to language, what represents language and literacy
practices ideologically varies depending upon whose truths are considered. Sociocultural
studies of literacy (Barton, 1994; Gee, 1996; Street 1995), also called NLS (Gee, 2004),
argue that literacy is more than reading and writing, as opposed to other views that judge
literacy from a narrow lens. Instead, this perspective defines literacy as a social practice
rather than the acquisition of technical skills. This means that multiple literacies, on
multiple platforms (multimodality), in different social contexts (different cultures and
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settings - in and out of schools), and through a variety of time and space (Street, 2003),
must be analyzed for one to truly understand linguistic identities. This philosophy also
situates language and literacy in their social context. For instance, Barton and Hamilton
(2000) study literacy within discursive communities (also Swales, 1990, pp. 7-23) in
which they are embedded and which they help shape” (p. 7). With this aim, they suggest
that literacy should be viewed in the form of a set of 6 propositions: 1) Literacy is best
understood as a set of social practices; these can be inferred from events which are
mediated by written texts. 2) There are different literacies associated with different
domains of life. 3) Literacy practices are patterned by social institutions and power
relationships, and some literacies are more dominant, visible and influential than others.
4) Literacy practices are purposeful and embedded in broader social goals and cultural
practices. 5) Literacy is historically situated. 6) Literacy practices change, and new ones
are frequently acquired through processes of informal learning and sense making (p.8). In
the same way, Street (1985) agrees that literacy is a socially-contested practice. However,
rather than solely considering literacy practices and literacy events (Barton & Hamilton,
2000) in the local communities in which they are enacted, he calls for the study of how
‘distant’(global) literacies are entrenched in local ones (Street, 2004). This speaks to the
condition of literacy in the context of globalization.
In fact, scholars whose work focuses on literacy education address the dichotomy
of local versus global literacies. Hornberger (2004), for example, defines this local/global
issue as the tension between dominant, standard global language and the learners’ local
non-dominant language, found in multilingual settings. She argues that the tension
between the two can be addressed by the continua of biliteracy frame, which provides
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educators with choices to contextualize their teaching “across micro-and-macro (localand-global) levels of context, and across oral-and-literate and multilingual-andmonolingual mixes of language use” (p. 161), in consideration of their students’ complex
literacies. Auerbach (2005), on the other hand, calls for less focus on the changes of
literacies in the context of globalization and asks for more focus on the transformations
that take place in the economic and political context of transnationals’ lives. Like
Baynham (2004) who claims that “universalized dominant global” literacies are deeply
local as the situated local literacies, he denounces a “false contradiction” between local
and global literacies. Others works, while still concerned with literacies in school context,
focus on identities. Bourdieu’s (1977) notion of “habitus” captures the constant ways in
which the social structures that shape social actors are continuously enforced and
reconstructed to keep up with social change. Bartlett & Holland (2002), who are
concerned with identities in practice, extend the concept of “habitus” by emphasizing the
capital role cultural narratives, images, and other artifacts play in transforming habitus.
They argue that locally operant figured world of literacy, identities in practice, and
artifacts should be taken into consideration when assessing schooled literacies, which
they believe should not be taken at face value.
Other research elaborates on the enactment of the identities in which this
global/local tension lives. Canagarajah (2013), for instance, explains the complexities of
translingual identities, in which heterogeneity in meaning is the norm rather than the
exception, unlike “in monolingual ideologies (where) meaning is guaranteed by the
uniform codes and conventions a homogeneous community shares” (p. 5). Julia
Kristeva’s (1980) concept of intertextuality is one example of how translingual identities
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language. It makes expressions of language an inimitable creation of its author who
conceptualizes his or her world as they express themselves. Indeed, as Todorov (1984)
clarifies, “every representation of language puts in contact with its utterer; to make us
‘conscious’ of what language is to have identify who speaks within it. The individual
forms (of language) are reserved for the private use of language; literary representation,
on the other hand, cannot rely upon any intimacy on our part with the characters that it
puts forward, and therefore deals only in collective subjects of enunciation” (p. 62).
In fact, translingual individuals juxtapose and mix cultures when expressing language
(Warriner, 2007), while utilizing a variety of codes and norms to respond to the contexts
in which they language and cater to specific purposes while languaging (Canagarajah,
2013). Bilingual students illustrate this phenomenon when exhibiting dual linguistic and
cultural identities by speaking, writing, thinking, in other words languaging in two
languages simultaneously, and not separately or one at a time as suggested in second
language acquisition scholarship (García, 2014). Rubinstein-Avila’s (2007) works
address the “translocal spaces” (Medina, 2010) in which these physical and mental places
in which translingual identities evolve. Some examples are metacognitive processes when
learning, how they view the outside world from their immigrant lens, and reading in
bilingual books or writing in two languages. Some literature adds religion as another
realm through which translingualism happens; translocal individuals enact cultural
functions through religious literacy (Reyes & Azuara, 2008) and religious rituals and
routines help immigrant youth stay grounded in their self-claimed identities (Thompson,
2003). The ideology carried into the act of languaging inevitably renders literacy
historically, socially, culturally, and politically situated.
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Situating TTS literacies in historical, sociopolitical, and cultural contexts. In
such a context, an inclusive and broad definition of literacy allows to include the
literacies of people who may have traditionally been classified as illiterate when held up
to the standards of a dominant rhetoric, such as the one under which state schools operate
(Street, 2003). In doing so, literacy becomes contested in relation to power and the
privilege of dominant groups whose literacies have been elevated to a higher status and
whose cultures and languages are embedded in the fabric of teaching and learning
literacy. Literacy practices then become not only embedded in context, but also in power
(Bruna, 2007). Recognizing this means acknowledging that literacy practices are
foregrounded in their situatedness (Barton, Hamilton, & Ivanic, 2000), which urges us to
think and act beyond old macro markers of race and ethnicity, and to focus instead on the
collective literacy practices of specific socially recognized discourse (Swales, 1990) and
making-meaning. Gee (2000) agrees with the situated nature of making-meaning
discussed in the NLS views on literacy. He argues that NLS scholarship has been part of
“a social turn” in which the literature has moved its focus away from individuals and
placed it on sociocultural relationships. Through the constructs of Discourses and
discourses, he illustrates how cultural, political, and societal histories have determined
and continue to determine whose literacies are valued and legitimized, and whose are not.
However, he warns that this scholarship often falls short in expressing the principal role
of the relationship between words and context; he asserts that “What is often left out in
discussions of the mutually constitutive nature of words and contexts is the person as
agent who utters (writes) the words with (conscious and unconscious) personal, social,
cultural, and political goals and purposes” (p. 15). Warriner (2007), also claims that the
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literature has informed us on how these situated local practices are connected to larger
sociohistorical influences, political processes, ideological questions, and power
dimensions” that may bridge the gap Gee (2000) pointed to almost a decade earlier.
Another group of scholars emphasize on the social aspect of literacy, both as a
practice and in the structures of society. Street’s (2003) work contests autonomous
literacies, which uses “cultural and ideological assumptions that underpin it so that it can
then be presented as though they are neutral and universal and that literacy as such will
have these benign effects” (p. 77). Using this argument, Baynham (2004) challenges the
ideological interpretations of “universalized” and “generalized” accounts of literacy,
which make them “autonomous”; for him, attention to the interplay of local and global
literacies is what will generate a thorough study of the multifaceted sociocultural
relations that impact literary experiences, particularly that happen in schools.
Furthermore, the literature discusses the need for schools to allow an appropriate space
for the languaging of translinguistic students to take place. The third-space (Bhabha,
1994; Gutiérrez, Baquedano‐López & Tejeda, 1999) or zones of development define
when diverse and sometimes even contradictory literacy practices are enacted freely, they
develop. These are spaces where students’ funds of knowledge (Moll, Amanti, Neff, &
Gonzalez, 1992) and funds of identity (Esteban-Guitart & Moll, 2014; Poole, 2017) truly
flourish.
According to another body of literature, translinguistic individuals, particularly
students, have responded to these tensions by using linguistic acts unique to their
identities. One example is the scholarship connecting translinguistic individuals’
languages and world/global Englishes or English as a lingua franca (Canagarajah, 2013;
30

Pennycook, 2007), the different types of Englishes spoken around the world that carry
different cultural connotations and whose characterization in multicultural settings
strongly depends upon the context in which it they are utilized (Kirkpatrick, 2014). This
scholarship describes the relationship between dominant English and other Englishes,
while alluding to how translinguistic people respond to the pressures to become dominant
English speakers. For example, Canagarajah (2006) explains how deviating from
becoming a SWE (speakers of World Englishes) constitutes a risk for multilingual
individuals, “especially in the inequitable linguistic landscape of the United States” (p.
109). Duff (2005) raises the question of the co-existence of dominant English with other
Englishes in a globalized world. Nonetheless, other literature advocates that
translinguistic speakers continue to use both their non-dominant English and other
languages and literacy practices to engage their full linguistic repertoires, to remain in
their linguistic fluidity and hybridity. For instance, translanguaging legitimizes the fluid
use of languages, linguistic processes and resources as valid means to make sense of
communication aimed at a range of linguistic purposes (García, 2011) and construct a
multilingual awareness (García, 2008). Canagarajah (2013) instead uses the term
codemeshing to describe the fluid meshing and interweaving of languages “as part of a
single integrated system” (Cenoz & Gorter, 2011, p. 341). These practices support the use
of two or more languages to be harmonizing apparatuses for meaning- making, while
facilitating “the strategic use of multiple languages in the same spaces through complex
semiotic processes that construct and communicate unique ways of thinking about the
world and one’s own experiences” (Hinman & Ye, 2017, p. 3). TTS also use multimodal
ways to express themselves and represent language.
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Multimodality in TTS languaging. TTS languaging is created and enacted
through a multiplicity of language expression and representation, and existing
multimodal forms of meaning-making. The perspectives of The New London Group
(NLG) support such a belief. The NLG is a group of literacy educators, linguists, and
educational researchers who met in 1994 in New London, NH, to examine literacy
education in America and around the world. Their meeting resulted in a manifesto
released in 1996 and in which they introduce the term Multiliteracies as a form of literacy
that produces pedagogies in which “language and other modes are dynamic
representational resources, constantly being remade by their users as they work to
achieve their various cultural purposes” (New London Group, 1996, p. 64). Two
arguments frame their idea of Multiliteracies; one that focuses on adding and integrating
multiple significant modes of meaning-making “where the textual is also related to the
visual, the audio, the spatial, the behavioral, and so on” and one that centers around “the
realities of increasing local diversity and global connectedness” (p. 64). This view
challenges notions of literacy that remain stagnant despite the rapid change visible in how
people write, speak, read, and listen to language in a globalized world; as well as the
continuous increase of the multiplicity of the modalities in which these activities take
place, due to the progress in the communication and technological arenas. Additionally,
Multiliteracies defy pedagogical practices that consider school literacies as the only
system of doing language that should be considered when examining the students’
meaning- making acts. In fact, this perspective “raises questions about the focus of
contemporary literacy pedagogy (as) students could not possibly master all forms of
meaning-making in school, while text forms and their use are constantly evolving”

32

(Serafini & Gee, 2017, p. 3). In analyzing the literacies of translinguistic individuals,
their “everyday literacies” (Prinsloo & Breier, 1996), “sociotechnical practices” (Gee,
Hull, & Lankshear, 1996; Omerbašic, D. (2015), “out-of-school literacies” (Hull &
Schultz, 2001), and literacies that take place in the school community but outside of the
classroom, such as in after-school programs (Alvermann, Young, Green, & Wiseman,
1999), must all be accounted for. Moreover, a broadening of the concept of “text” allows
the inclusion of literacies typically not considered as such: graffiti (Cintron, 1991; Moje,
2000), tagging (Bruna, 2007), internet surfing and chatting (Lankshear, 1997; Lankshear
& Knobel, 1997), and personal literacies in friendship networks (Cushman, 1998; Heath
& McLaughlin, 1993; Moss, 1994).
Research has focused on different aspects of Multiliteracies. While some scholars
examined meaning-making, others focused on the enactment of multimodality aspect.
One critical example is the work of Cope, Kalantzis, & Abrams (2017) because it helps
better understand multiliteracies at the communication level. They document meaningmaking by focusing on the ideas of communication - “making meanings for others, and
the interpretation of those meanings according to the experience and interests of the
interpreter” - and representation, “making meanings for oneself, or literacies as tools for
thinking” (p. 37). They explain that a representation always precedes a communication
and each interpretation involves a subsequent representation. Various modes and textual,
visual, spatial, object-oriented, embodied, aural, and oral meanings channel our
representations and communications. They explicate that meaning is concurrently
conveyed across all modes at five levels or meaning functions: level 1 - reference,
“specific and general things, persons, time, space, and qualities”; level 2 - agency,
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“patterns and relationships of human action and the movements and forces of nature”;
level 3 – structure, “devices that organize meaning; level 4 – context, “meanings created
by surroundings, close and distant”; and level 5 – interest, “purposes that underline
meaning” (p. 37). Another example is the work of Cowan & Kress’s (2017), which
centralizes on the aspect of recognizing multimodal forms of meaning-making that
corroborate the social justice orientation of the NLG’s manifesto. They assert that this
manifesto’s “central aims of valuing diversity and enhancing equity remain just as
pressing today” (p. 50) and that making the diverse material and model forms of makingmeaning visible is one way of doing it justice. In their work, they focus on the concepts
of tranduction, which they define as crossing between two modes and transformation, or
modifying arrangement within a distinct mode. Other scholars focus on critical literacy
(Freire, 1968), which Janks (2000) defines as “teaching learners to understand and
manage the relationship between language and power” (p. 175). She argues that the
different orientations of critical literacy; domination, access, diversity, and design, are
crucially interdependent, and treating them separately produces an imbalance of power
and the perpetuation of domination over those who don’t hold it. Freebody (2000), on the
other hand, connects NLS and critical literacy and takes account relations of power and
domination. A second group of scholars theorizes multiliteracies by emphasizing on its
multimodal aspect. Kress and van Leeuwen (2001) speak of multimodality that surpasses
the sole use of language, to move away from a world where “different modes in
multimodal texts have strictly bounded and framed specialist tasks” to a view of
multimodality in which “common semiotic principles operate in and across different
modes, and in which it is therefore quite possible for music to encode action, or images to
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encode emotion” (p. 2). Other scholars specifically examined literacies outside of school
walls. Pahl (2002), for example, analyzed children’s multimodal practices at home by
focusing on oral, visual, and family narratives. It is important to note the influence of
Bhaktin’s (1981) notions of heteroglossia and dialogism, and Bourdieu’s (1977) concept
of habitus in understanding literacy as a social multimodal practice. For Bhaktin (1981),
heteroglossia or nuances in making meaning is “the organized diversity of social voices,
which he called society’s heteroglossia, is a key part of the context of culture within
which every meaning is made” (Lemke, 2012, p. 85). His principle of dialogism, the
vision that allows for the discovery of intertextuality as principal to meaning-making,
“led him to recognize that meanings are made within systems of diverse social voices and
that texts may ventriloquate multiple voices and speak as if in dialogue with multiple
voices” (p. 80). Habitus, “the abstraction of the aggregation of social practices or
repeated experiences of the social actor in the course of life” (Scollon & de SaintGeorges, 2012), corresponds to the collection of personal habits people perform as
second nature influenced by belonging to specific networks, and ultimately they are
forms of embodied ideology” (p. 72). Maybin (2000) utilized intertextuality to emphasize
on the idea that discourse must be critically analyzed to understand its social and political
effect. Bartlett & Holland (2002) linked NLS to broader social theory to demonstrate how
habitus (history brought to life by people) and social structures (history brought to life by
institutions) come to reality during the performing of literacy events. They argue that
habitus help us highlight how “historical and social forces have shaped a person's
linguistic habitus and thus impinges upon that person's actions in the moment (p. 6).
Though powerful and insightful, this research in the enactment of language and literacies
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falls short in explaining TTS Discourses from the lens of different stakeholders present in
the lives of Latinx TTS. Nonetheless, the literature cited above suggests that language
and race have a critical impact on each other’s propagation of oppression in society. They
are receptacles for power and privilege, and they have the potential to channel
discrimination onto othered groups, such as Latinx TTS. Latinx TTS in American schools
have resisted by employing epistemic disobedience through the use of language and
literacies tied to their identities.
Fighting Epistemic Violence with Epistemic Disobedience
The ways TTS demonstrate their being from here and there, through their
transnational culture and language, are principal to their rejection of marginalizing
practices in their school communities. As evidenced in the literature, although
Whiteness’s self-proclaimed superiority is imagined, it oppresses in authentic ways by
creating fixed figures (Agha, 2005) or Discourses (Gee, 1991) characterized by deficitoriented monolingual and monocultural ideologies (Gorski, 2016; Lippi-Green, 2012).
These ideologies are violent assaults that render one voiceless and invisible; this is
epistemic violence, “the failure, owing to pernicious ignorance, of hearers to meet the
vulnerabilities of speakers in linguistic exchanges” (Dotson, 2011, p. 236). One way
Latinx TTS challenge these identities is by reclaiming their transcultural identities. In
doing so, they incarnate the spirit of epistemic disobedience (Mignolo, 2009), which
challenges assumptions that scholars once had, such as: “the first world has knowledge,
the third world has culture; Native Americans have wisdom, Anglo Americans have
science” (p. 160). Epistemic disobedience is grounded in self-governing and selfconscious thought and liberation from the colonial imprisonment of the mind, Mignolo
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calls decolonial thinking, which can be realized through the “unveiling of epistemic
silences of Western epistemology and affirming the epistemic rights of the racially
devalued, and decolonial options to allow the silences to build arguments to confront
those who take ‘originality’ as the ultimate criterion for the final judgment” (p. 162). The
ultimate goal is really to stop the concept of epistemic totality, based on the ideas of
“totalitarianism, being a logic that is usually mobilized by one idea and seeks to hold
absolute control and authority over thinking, and episteme, here being (silent) structures
of knowing” (Noroozi, 2015). Thus, another tool for opposition has been the enactment
of translinguistic literacy practices. In this case, historical epistemic totality is ruptured,
along with its notion that only western knowledge is “truth” and its exclusionary
practices (Fanon, 1967). At its best, epistemic totality delegitimizes non-western ways of
knowing and being in the world and keeps othered groups from enjoying what is
linguistically natural to them: a continuous and unrestricted dance across the strict lines
erected between diverse multimodal modes of communication and literacy process
(Canagarajah, 2013; Kenner, 2000, 2004; Kress, 1997; Pahl & Burnett, 2013). The
literature reveals that Latinx TTS fight epistemic totality with epistemic disobedience by
reclaiming their identities and practicing translingual acts in oppressive spaces.
Reclaiming transcultural identities. Choosing to continue dancing between
cultures and ways of being and seeing the world, despite the oppression and the risk it
warrants, constitutes a form of opposition against violent attacks Latinx TTS’ cultural
identities. Faced with this violence, Latinx TTS have responded by creating their own
figures. Indigenous youth, for example, reclaim their identities by capitalizing on cultural
expressions and literacies, such as dance, art, different written texts, music, sports to
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demonstrate civic integration in their schools and communities (Perez, Vasquez, &
Buriel, 2016). The creation of youth language activism involved with school
communities is another opportunity to reclaim their identity. An example is the Oaxacan
Mixteco youth group called Grupo Autonóno, which has taglines such as “Let’s not
forget where we came from” and “Mixteco is a language” (p. 264). Cultural resistance
could be put into opposition with one of the ideas of the Salir Adelante perspective,
which supports the disparagement of indigenous languages it refers to dialectos
(dialects), assuming they are not languages. Latinx TTS have also tapped into their dual
and multi-pronged identities to preserve their uniqueness.
Through a negotiation of their transcultural ways of being, another outlet to
challenge marginalizing forces has been proven to be the personification of figures based
on dual or multi-identities. To avoid what could be called an “integrate or peril” dilemma
or a “just to be authentically transcultural as you are, at your own risk” dilemma, Latinx
students capitalize on their ability to be from two or more cultures at the same time, thus
becoming racially malleable (Roth-Gordon, 2016). Zentella (2016) cautions though not
to become a Poncho, whose language dominance is English, and whose Spanglish and
“accented” Spanish is harshly criticized by both the immigrant Spanish-speaking and
school communities.
Additionally, Latinx TTS join other transcultural students in their school
communities to form alliances in spaces where they feel comfortable being transcultural.
Malsbary (2016) discovered these practices in public high schools in New York City and
Los Angeles during a research project. Here, students watched dance YouTube videos
from various countries, watched the World Cup at lunch and after school, taught each
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other cultural practices such as tying the Hijab (Muslim headscarf). In one instance, a girl
from Guatemala explained: ‘‘Sometimes I go to the Muslim club. I am not Muslim but I
like to go. I like to see many cultures. Muchas culturas de diferentes paises [Many
cultures from different countries].” (p. 1503-1504). In the same way, students’ funds of
identity (Moll, 2014; Poole, 2017) help them join students who evolve in the same school
spaces to combat the deficit thinking about them collectively. As a case in point, students
from border towns from migrant families contributed to research that led to the creation
of learning modules by providing information about life on a ranch and the commercial
activities in which they work with their families between Mexico and the U.S. (Moll et
al., 1992). The literature illustrates how Latinx TTS defy raciolinguistic ideologies by
reclaiming their transcultural identities, which is illustrated in their continuous dance
between cultures, the personification of multicultured figures, and their forming of
cultural alliances. Other scholarship demonstrates that defiance also takes place through
the enactment of translinguistic practices.
Enacting translinguistic acts. Latinx TTS enact translinguistic acts as another
form of epistemic disobedience against Whiteness and its epistemic violence. They know
too well the argument that language is one way of making sense of oneself and others
(Roth-Gordon, 2016); as much as you cannot “see” race, you can “hear” it in language.
Therefore first, considering the languaging of race in cases where language is used to
fight back, students transracialize and become racially and ethnically malleable to
embody either their Latinx or American linguistic identity, or both, across space and
time. As Lam and Warriner (2012) assert, in transnational social fields, the construct of
space becomes critical in understanding the embeddedness (Vertovec, 2009) or the
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impact of local conditions and structural dynamisms on transnational practices. For
example, LeBlanc’s (2017) work with Mexican youth in a mainstream high school
reveals that to respond to the tension between their school’s narratives of monolingualism
and their rich and complex repertoires, students insisted on speaking Spanish among
Spanish-speakers in unmonitored spaces of the school and by having critical discussions
that make counterhegemonic arguments about monolingual ideologies. For instance,
during a discussion with his friends about having to use Standard English to get a job, as
stated by their teacher, one student maintained that in instances where his accent is
marked, the dialects of speakers of regional Midwestern or Southern English is not, thus
the invalidity of the teacher’s argument. In other words, this student is pointing to the fact
that requesting him and his friends to speak Standard English is about their race and
ethnicity and not about the concern for them to get a job. Similarly, the construct of space
illuminates polycentricity (Blommaert, 2010), the diverse sets of language norms and
norm-producing practices that contradict what is typically considered “normal” or
“correct.”
Second, Latinx TTS create linguistic networks where they are part of a shared
linguistic culture founded in similar ethnoracial identities and shared knowledge. These
school social networks are born from the need to escape imposed school policies such as
the fact that all school business must be conducted in English. Examples are the Spanishdominant, English-dominant, and bilingual groups Zentella (2016) studied in a
Californian high school. While some students had opportunities to be part of liberating
systems such as these networks, others struggled in individual spaces. These students,
while more dominant either in English, Spanish, or a heritage language, lived through
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anxieties about not been better at one language or the other. This was the case of Mayra,
one of Rosa’s (2016) research participants in his ethnographic work at a Chicago high
school. She shared her apprehensions about her English level proficiency. However, it is
important to note that students like Mayra, while concerned about their self-assessed low
level of proficiency in one of their languages, still use language to resist racist and
linguistic practices. Their sophisticated knowledge about the flexible languaging that
translinguistic individuals exemplify is impressive; they have an acute awareness of the
fact that making meaning resides in fluid signs embedded in diverse communicative
repertoires (Hymes, 2010). For example, in their interviews, students distinctly point to
translanguaging (Celic & Seltzer, 2011; García, 2009) when conferring to their bilingual
performance and to translingual practices (Canagarajah, 2013) when discussing their
movement between and across languages, and presented them as a means to fit into and
across groups. Their discussion implies that they know the benefits of their linguistic
abilities, contrary to the assumptions embedded in school policies and exhibited in school
community practices, which falsely paint them as linguistically deficient.
Furthermore, Latinx TTS maintain conflicting linguistic ideologies within
themselves and live unapologetically within their hybridity. Gutiérrez, Baquedano‐López,
& Tejeda (2009) define hybridity as the “struggle of translation and difference in contexts
where cultural and linguistic practices, histories, and epistemologies collide” (p. 288). By
mastering all their languages and navigating how and when to use them, for what
purpose, and in which context, Latinx TTS demonstrate a complex level of fluency in
literacies, but also in the ability of challenging marginalizing ideologies and practices.
Rosa’s (2016a) study participants Jimmy and Victor demonstrate this point. Jimmy self41

describes as a dominant English speaker; he shows signs of sadness that he cannot speak
Spanish fluently. Victor, on the other hand, rejects the Spanish language and refuses to
speak it with his friends at school, although Spanish is his home language. These
examples solidify Gutiérrez, Baquedano‐López, & Tejeda’s (1999) assertion that hybrid
identities and practices are creative strategies that “both challenge the normative scripts,
practices, and participation frameworks” (p. 293).
Finally, TTS’ challenging of mainstream oppressive ideologies takes place in the
form of bridging recognized and legitimized literacy practices with others that are not.
Rubinstein-Ávila (2007) describes the case of Yanira, a young Latina immigrant from the
Dominican Republic whose routine translingual literacy practices spanned from reading
on the stage at her church, translating for mother, interpreting and analyzing telenovelas,
engaging with Spanish-speaking TV, amongst many others. However, she also read and
commented on popular magazines featuring young male band members, debating who
was “just cute” and who “was hot” with her cousins. Through these social exchanges,
Yanira had “the opportunity to practice her developing popular English competencies and
glean cultural norms of conduct in a new context, such as what constituted acceptable
flirtatious behavior for young women her age” (p. 582). Other cases discuss using a
traditional form of literacy, such as writing, to perform translingual literacy and
communicate messages. Translingual writing (Atkinson et al., 2015) stresses the fluidity,
malleability, and discriminatory potential of languages, and calls for a more agentive use
of various language resources in constructing and negotiating meaning, identity, and even
larger ideological conditions” (p. 383). For instance, in a study of Mexican newcomer
students from the Midwest, Bruna (2007) gave the account of students using tagging to
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declare their transcultural positioning and mark their presence at their school. Examples
of tagging were the writing of someone’s place of origin in Mexico, “Jalisco,” on a chair,
and the engraving of “Mexico” on a concrete bench. As the literature reveals, Latinx TTS
fight the epistemic violence dished out by Whiteness by practicing epistemic
disobedience through the maintaining of their linguistic practices, the creation of
linguistic networks, and using sometimes delegitimized forms of literary expression to
mark their space. Although studies have been conducted by many authors, the response to
Raciolinguistics by TTS is still insufficiently explored. The methodologies used by this
prior research explores the issue within a single space in which TTS evolve, such as a
school or a classroom. What would happen if the same TTS were to be studied within
different spaces? Do TTS always respond the same way? How do they choose which way
to respond to Raciolinguistics and why? How are the ideas of D/discourses connected to
these inquiries? These questions still remain to be answered by the Raciolinguistics
literature.
Summary
In this chapter, I examined the scholarship on the racialization and
transracialization of TTS, described the effect of race perceptions on TTS linguistic
identities, analyzed language and literacies within TTS Discourses, and finally reviewed
how Latinx TTS challenge ideologies grounded in raciolinguistics. This review of the
Literature reveals that Whiteness-oriented epistemic violence perpetuated in
raciolinguistic policies and practices within mainstream spaces navigated by TTS,
particularly Latinx TTS, creates clashes among opposing ideological Discourses about
language, power, and identities. The examination of this scholarship also ratifies that
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Latinx TTS fight the philosophies that attack their identities by living within their
transcultural and translinguistic skins and bringing to life translingual acts in
unwelcoming spaces.
Despite the richness and diversity of the works cited above, this chapter shows
that Raciolinguistics is still a young area of study and much more empirical work is
needed to deepen our theorization of race through language and vice-versa. This chapter
also shows a need to extend of the existing NLS knowledge, to comprehend the
intricacies of how, why, and where Latinx TTS utilize their “trans” natures and literacies
to respond to ideologies that work to subjugate them. Furthermore, I discern a need to
further investigate Latinx TTS’ use of “trans” D/discourses in their response to
oppressive Discourses.
In Chapter 3, I describe my theoretical and methodological stance, and explain the
qualitative case study methodology used in this study. I also lay out how and why this
study was expressly designed to address the question of Latinx TTS systemic resistance
to raciolinguistic philosophies in their school communities.
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Chapter 3
Research Methodology
This study is a qualitative case study grounded in ethnographic methods to
examine the discourses of social power and hierarchical structures and the ideological
Discourses present in the experiences of eight transcultural and translinguistic students
(TTS) in their school community, and how these TTS responded to oppressive
Discourses. At the start of this project, I had already served as a Professor-In-Residence
(PIR) for three years in the Burling City School community. During this time, I had
worked with children from immigrant families, their parents and guardians, and
stakeholders; and had used research as an integral part of valorizing the immigrant groups
in this community, through inclusive and collaborative research practices, while creating
spaces for them to decide how to share their lives with me. Using students’ voices and
narratives about them as the focal critical tool through which to investigate the tension
between ideologies that legitimize their literacy practices and those that are rooted in
racism and linguicism, this work highlights how TTS react to adverse ideologies that
pose a challenge to their identities rooted in diverse languages, cultures, and nonmainstream ways of seeing and being in the world.
In this chapter, I start with a description of my theoretical and methodological
stance. Then, I detail why and how I utilized this work is grounded in qualitative research
traditions, case study methodology with sensory ethnographic methods. Following that, I
describe the study methods and procedures, before addressing issues of rigor.
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Positioning the Research
Theoretical stance. The way researchers view the world is a product of the
intersectionality of their race, class, gender, culture, and ethnicity (Denzin & Lincoln,
2006). Their personal biography is instinctively connected to their view of the world. As
a novice researcher, it was primordial to my learning and growth to be cognizant of my
personal biography and interpretive community, and how they formed this project each
step of the research process, as “every researcher speaks from within a distinct
interpretive community, which configures, the multicultural, gendered components of the
research act” (p. 11). Furthermore, the researcher’s choice of belief systems inform the
motives and assumptions that underline the choices made during the research work (Yin,
2016), while epistemological location (Grbich, 2007) impacts study design and research
procedures. Theory/Ontology, Epistemology/Method, and Methodology/Analysis are the
three interconnected activities that define qualitative research (Denzin & Lincoln, 2006).
I grounded this work in the ontological stance that there exists a multitude of
realities and that truths are multi-layered. Yin (2016) argues that, depending on the
viewpoint of the observer, research can assume that there exist multiple realities. For me,
reality is a set of socially and locally created truths, co-constructed through a partnership
between researcher and participants. I believe that knowledge should be co-produced
(p.19) through collaborative activities created by both researcher and research
participants. I stand in an epistemological position that speaks to the diverse ways to get
to the multitude of truths that may emerge from research, including the use of multimodal
methods. Like Rossman & Rallis (2017), I adhere to the belief that interpretive
epistemology searches for the truth within people who experience it. For me, the
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researcher’s job is to provide deeply interpretative thick descriptions of personal
narratives, detailed accounts of personal experiences, and social events (Geertz, 1983). In
this project, this process involved deep reflection, a consideration of context and situated
meaning (Gee, 2013), and a constant negotiation between data collected and findings.
Below, I detail my viewpoints about research through a discussion of my methodological
stance grounded in my epistemological positioning.
Methodological stance. First, I believe in hermeneutical and dialectical methods,
such as highly interpretive methods that allow “community consensus regarding what is
‘real,’ what is useful, and what has meaning and in “meaning-making/sense
making/attributional activities” (Guba & Lincoln, 2005, p. 197). I believe that
discovering truths involves sensemaking (Berniker & McNabb, 2006) processes that
involve dialogue, argumentation, reasoning, and debate. Second, the idea of bricolage
(Levi-Strauss, 1966; Lincoln, 2001) underlines decisions related to my methodology.
According to Guba and Lincoln (2004), incorporating multiple viewpoints and ideas from
critical research criteria constitutes bricolage, where “borrowing seems useful, richness
enhancing, or theoretically heuristic” (Guba & Lincoln, 2005, p. 197). The dialogic force
of the Critical Theory (p. 195) and its dialectical characteristic (p. 195) also encouraged
me to compare and contrast opinions and discussions of ideas between people holding
opposing opinions.
This study was designed from an epistemethodological stance that considered
ethnographic sensory methods as decolonizing (Smith, 2012) and rejecting of epistemic
totality (Noroozi, 2016), which seeks to hold the domination and authority over structures
of knowledge and make research one-dimensional. The methods I used accounted for
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how sensoriality is fundamental to the ways both the researcher and her participants
“experience and know” (Pink, 2009). They emphasized “multisensory experiences,
perception, and knowing and practice” (p. xi). In using such methods, I studied my
participants through their senses but also through my own to allow me to document my
sense of “having been there.”
I also worked to avoid marginalizing methodologies that may force participants to
assimilate into the researcher or the dominant culture’s ways of being and knowing.
Fanon (1967) reminds us that “to speak is to exist” (pp. 1-2). Research methods can deny
participants their right to exist if they silence their truths and portray them inaccurately.
Consider a researcher who works with people whose languaging is mainly based on
multimodal expressions of language and literacies, such as cultural art, music, poetry,
telling, legends, sewing, jewelry-making, or reading religious texts. If her principal data
collection strategy consists solely of interviews that require verbal responses conducted
in a single language only, I argue that she would miss a critical part of her participants’
truths. Therefore, this work sought to treat its participants as fully able to voice their own
stories by placing the multimodality of language expression and representation (Street,
2003) at the heart of its methodology. As a beginner researcher who is currently being
socialized into the Academy, I chose to resist socialization into research ideologies
founded on epistemic totality and its exclusionary ideology (Sharpe, 2009), which
assumes that the Western world, its culture, and its academic traditions possess exclusive
rights on knowledge. Through epistemic disobedience (Mignolo, 2009), the rejection of
the zero-point epistemology which stipulates that the “knowing subject maps the world
and its problems, classifies people and projects into what is good for them” (p. 160), I
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considered decolonizing methods that treated participants as the best tellers their own
history and as individuals capable of self-actualization (Smith, 2012).
Designing Critical Research: A Case Study with Sensory Ethnographic Methods
I was cognizant that as a beginner researcher I had to fit my practice in
established research traditions as I continue to grow and build my work on existing
literature that fit my beliefs about research. Also, I had to assure I placed this research
under the umbrella of a methodology and methods that connected with the stance about
research I shared above. Therefore, this work was grounded within qualitative research
traditions, it fit under a case study methodology, and it used critical and ethnographic
methods.
Grounded in qualitative research traditions. Qualitative researchers can be
defined by a multitude of gendered images (Denzel & Lincoln, 2006), such as “scientist,
naturalist, fieldworker, journalist, social critic, artist, performer, jazz musician,
filmmaker, quilt maker, essayist”, utilizing methodological practices described as “soft
science, journalism, ethnography, bricolage, quilt making, or montage” (p. 4). According
to Lincoln (2001), when Levi-Strauss coined the term bricolage in 1966, he viewed
qualitative methodology as “far less systematic process, a process far more akin to the
handyman’s, jack-of-all-trades’s, use of what materials and tools are available and which
seem sensible” (p, 693). In fact, I am interested in using both the aesthetic and material
tools of our craft – as a handyman would - and thus utilize all appropriate available tools,
whether methodological or empirical (Becker, 1998); and on the other hand, as a quilt
maker or bricoleur (Denzin & Lincoln, 2006), someone who borrows from different
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disciplines to help me voice my participants’ truths and doing justice to them. More
specifically - using Denzin & Lincoln’s (2006) literature on this topic - as a
methodological bricoleur, I grew to expect my work to include a diverse number of
methodological functions, “from interviewing to intensive self-reflection and
introspection” (p.5). As an interpretive bricoleur, I understand that the interactive nature
of research lives in its context; it is formed by the researcher and her participants’
personal history, biography, gender, social class, race, and ethnicity. As a critical
bricoleur, I recognize that the usual separation of traditional disciplines disappears with
the dialectical and hermeneutic characteristic of interdisciplinary research. In this project,
I strove to add different pieces to my research puzzle, pulled from several sources, and
used multiple tools to analyze data. However, in this process, I remained anchored to
foundational methodologies as they supported the larger frameworks that helped
conceptualize this work. Below, I explain how my beliefs are applied to specific
qualitative research processes.
Collection of data in a natural setting sensitive to the people and places under
study. Professional development schools (PDS) are communities of practice that develop
the teaching profession (Darling-Hammond, 1994). My PDS is a partner school that
collaborates with my university, through activities such as hosting its teacher candidates
during their clinical internships. In return, the university places a Professor-In-Residence
(PIR) at the school, whose role encompasses activities such as providing professional
development to the school community and conduct research that supports the school’s
strategic planning and the university’s research plan. PIRs can be viewed as “professors
on special assignment as a literacy coach, staff developer, and co-researcher” (Marsh,
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2012, p. 617). As such, I collected data for this project in a school in which I have been
serving as a PIR since September 2016. I collected data in spaces such as classrooms,
lunch rooms, after-school programs, participants’ homes, the school gym, the school
recess area, and I am grateful to have built enough trust to be invited to this community’s
cultural and social events. Common PIR duties encompass research and evidence-based
practice, faculty and staff education, shared-governance, and academic-practice
collaboration (Hinic, Kowalski, and Silverstein, 2017). This access facilitated my
observations and interactions with participants in their everyday lives in the Burling City
School community.
Data analysis that is both inductive and deductive. A combination of inductive
and deductive reasoning and analysis is appropriate and warranted in qualitative research,
therefore, I used both in my research processes. As a novice researcher, I strove to ground
myself in the traditions of qualitative research, laying the foundation of my work on
existing language and literacy literature and methods of inquiry. However, I took into
consideration that purely traditional deductive inquiries are failing (Flick, 2002) because
they overlook the diversifying effect of rapid social transformation on lifeworlds.
Therefore, I used inductive strategies that, instead of testing theories, worked to study
knowledge and practice as “local knowledge and practice” (p. 2).
A word on reflexivity. Scholars have emphasized the value of the relationship
between qualitative research components such as goals, conceptual frameworks, research
questions, methods, and validity (Maxwell, 1996). According to Denzin & Lincoln
(2006), numerous exploratory procedures founded in continuous reflections produce true
qualitative research. Luttrell (2010) insists that reflexivity is the essential tie between
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these components, advancing that reflexivity is the “centerpiece of qualitative research
design and process” and argues that “it is the demands of qualitative researchers to be
aware of our subjectivities (what people call bias) and to harness our predispositions,
imagination, and empathy toward others that distinguishes our craft” (p. 160). Indeed,
reflexivity is an acceptable qualitative practice used to legitimize, validate, and question
research practices and representation (Pillow, 2010).
As someone who identifies as part of several minoritized groups in the U.S. and a
translinguistic and transcultural individual with complex literacies, I had to recognize my
subjectivity because “the researcher is human, not an automaton, the researcher
inevitably affects what is learned” (Rubin & Rubin, 2005). For this reason, I strove to
approach my work from a naturalist perspective, focusing on the nuanced stories (p. 22)
and making my conclusions the culmination of several data points viewed though my
interpretation and that of my participants, and through the lens of the sociocultural
theories and decolonizing methods I utilized. Since researchers construct the research
design and its question, it was crucial for me to have an acute sense of self, be cognizant
of one’s assumptions, “built-in interests, biases, opinions, and prejudices” (Rossman &
Rallis, 2017, p. 26). Therefore, I made participant check-ins a routine in my interpretive
and making-meaning process.
I chose a qualitative methodology because its interpretivist, contextual, and
reflexive characteristics support my epistemological and theoretical stance. A case study
methodology further defined this work.
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The case study methodology: Using Robert Stake’s interpretivist orientation.
Case study constitutes a methodological choice of what is to be studied (Stake, 1998) and
is interested in the study of the particular. It “allows for closeness and richness of detail”
(Rogers, 2003) needed to work with a small group of students. When deciding to which
case study orientation to adhere, Stake (1995) stood out as the seminal researcher whose
orientation made more sense to my positionality as a researcher and his approach fit more
that of the design of this study. In fact, Stake’s (1995, 2006) perspective has a
constructivist/interpretivist approach, which highly values the understanding of the
experiences present in the case within its context. Also, he believes that understanding
the case requires “experiencing the activity of the case as it occurs in its context and in its
particular situation" (Stake, 2006, p.2). Furthermore, his emphasis on the role of the
researcher as an interpreter in the case and a producer of knowledge mashes well with the
sensory ethnographic methods I used. Indeed, these facts testify to his “interpretative
position (which) views reality as multiple and subjective, based on meanings and
understanding” (Harrison et al., 2017). Finally, in regards to the type of case this is, Stake
(1998) determined that two different types of interests make a case intrinsic or
instrumental. An intrinsic case is undertaken when the researcher wants to better
understand a particular case and not because it represents other cases or illustrates a
certain issue. An instrumental case, on the other hand, is geared towards offering insight
into a particular phenomenon or problem, with the goal to redraw a generalization.
Although Stake (1998) asserts that “Because the researcher simultaneously has several
interests, particular and general, there is no line distinguishing intrinsic case study from
instrumental; rather, a zone of common purpose separates them” (p. 137), I would
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categorize this case as instrumental, based on my intent to further understand the case of
the oppressive treatment of Latinx TTS in school communities.
The characteristics of Stake’s philosophical assumptions based on his
interpretivist style worked for this study (Boblin et al., 2013). First, its ontology or views
on the nature of reality, point to its subjectivity and the need for analyzing the temporal,
spatial, economic, historical, political, social, and personal contexts in order to truly
understand reality. Second, its epistemology, which describes a researcher who interacts
with the case over a extended period of time and allow her an insider view of the human
experience. Third, its axiology, which depicts a recognition of the value and bias-laden
nature of the work. Finally, its methodology, that allow for the concurrency of discovery
and interpretation, with the use of a naturalistic paradigm.
Stake (2008) asserts that the major conceptual responsibilities of the qualitative
case researcher are to 1/ bound the case by conceptualizing the object of study, 2/ select
phenomena, themes, or issues - that is the research questions to emphasize, 3/ seek
patterns of data to develop the issues, 4/ triangulate key observations and bases for
interpretation, 5/ select alternative interpretations to pursue; and 6/ develop assertions or
generalizations about the case. The scope of the case was reflected in its binding (Stake,
1995, 2008); the place was in the participants’ school community, the time was the spring
of 2019, and the focus was eight Latinx middle-schoolers from immigrant families. The
other conceptual responsibilities are addressed in the data collection, analysis, and quality
evaluation sections of this chapter. Other characteristics in the design of this study were
chosen to keep the case study critical and to stay connected to my epistemological and
methodological stance.
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Ethnographic sensory methods in a case study as a pathway to democratic
and critical research. The case study genre, thanks to its broadness and flexibility to
include multiple tools of qualitative study, allowed me to use ethnographic methods,
which supported my commitment to an anti-hegemonic and emancipatory work. Indeed,
although the ethnographic approach is well-known for its colonial and colonizing history,
I adhered to a vision of ethnographic methods that Hymes (1986) practiced, which proves
to be emancipatory and can challenge what is known and strives to dig deeper into the
layers of the realities that are offered to us as “the truth.” In fact, he believes that at the
ontological level, language is socially situated, it is a “resource to be used, deployed, and
exploited by human beings in social life and hence socially consequential for humans” (p.
264). At the epistemological level, he asserts that truths or realities about language must
be founded in its social context and extracted from the experiences of those who make
and use that language. Like Hymes (1986), I reject the notion that language is neutral; I
agree that it is a set of resources fueled by relations of societal power, which has social
and cultural consequences. By placing language in its social context at the core of my
methods, I worked to unveil its potential to grow the inequitable distribution of power in
society and demonstrate how it created linguistic hierarchies determined by the
culturally-fed communicative and literacy practices of individuals. These practices were
meant to benefit or challenge individuals at different levels of the power spectrum at
Burling School. Moreover, critical ethnographic methods carry assumptions that society
operates in a conflicting model where one most powerful groups oppress and dominate
less powerful groups (Rossman & Rallis, 2017) and challenge the status-quo by
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questioning these relationships of social power and “making the familiar strange”
(Erickson, 1984).
Furthermore, in my experience conducting research in this community prior to
this research project, one way to give participants some authority over data collection
methods and maximize their contribution to the research through equitable processes can
be accomplished by using sensory ethnographic methods, which are highly collaborative
and inclusive; they approach the world and research by taking into consideration how
“sensory ways of experiencing and knowing are integral both to the lives of people who
participate in research” (Pink, 2009, p. xi) and to how researchers exercise their craft.
Such methods sought to “understand the environments, activities and experiences that our
lives come in contact with” (p. 53), and were appropriate for the democratic and critical
research I conducted, because they created non-representational knowledge that was
unrestrictive and unassuming, and called for the type of diverse work “that seeks to better
cope with our self-evidently more than-human, more than-textual, multisensual worlds”
(Vannini, 2015, p. 83). Just like my student research participants, I am an individual
whose cultural make up stems from a complex mix of indigenous western, traditional,
and modern roots; learning about our lived experiences through the narrow onedimensional lens of epistemic totality would only have resulted in incomplete
conclusions. Therefore, I aimed to make my inquiry critical by fostering ethnic identity
(Hipolito-Delgado & Zion, 2017) and by interrogating deficit discourses (LeBlanc,
2017). I also sought to make this case study democratic (Hymes, 1996) with the goal of
helping close the gap of power between myself as a researcher and my participants. In
this vein, I opted for sensory methods to encourage the use of inclusive, non56

marginalizing, collaborative, and participatory ways of collecting, analyzing, and
disseminating research data. They were co-selected with participants and included
drawings, poster-making, photo-elicited interviews, photograph taking, discussions,
graphs, charts, and walking tours. They were always highly oratorical and visual, they
considered the many ways my participants do language and conceptualize knowing, and
they included deep collaborative reflection cycles. They engaged participants at higher
levels than traditional methods and met them in the spaces and at the times most
convenient and comfortable for them.
By drawing heavily from Hymes’ (1986) perspective on ethnographic techniques
and his stance on language, its roots in social context, and relation to power; and by using
sensory methods, I complemented the case study methodology with ethnographic
methods that were decolonizing, contrarily to a traditionally hegemonic ethnographic
approach. I argue that for researchers like me who are interested in critical inquiries and
who aim to make sense of the experiences of culture-sharing groups while denouncing
institutional –isms that may marginalize or dehumanize them, ethnographic tools may be
an appropriate research paradigm, if carefully and intentionally designed to fit that
purpose.
Context of Study
I conducted this research as a PIR and in my PDS school. In 2018, the school
consisted of 546 students and 38 teachers in grades K-8. One hundred percent of the
student population received free lunch. This diverse school was comprised of 65.43%
students labeled as Hispanic or Latino, 26.99% Black or African Americans, 0.36%
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students it labels American Indian or Alaska Native, 3.51% students identified as White,
and 3.33% students who reported belonging to multiple categories. There were 380
students enrolled in Regular Education, 141 English Language Learners, 25 Special
Education students. Additional staff supports included two Guidance Counselors and one
Master Teacher. In the context of PDS work, 11 Teachers, mostly elementary, had served
as cooperating teachers for my University’s pre-service teachers within the twelve
months preceding this research.
This school is located at the southern tip of the state of New Jersey, near the
Delaware Bay. The city has held the flair of an old industrial town, remnants from the
time it used to be home to sewing and glass factories, and machine works, until the
economic recession in the 1980s. Today, amidst the coffee shops and arts gallery of its
historic downtown which covers over a quarter of the downtown area, stand endless
stores and restaurants owned by Mexican Americans. Immigrants from Mexico, many of
whom are from Oaxaca and Puebla and are speakers of Zapoteco and Spanish, were
attracted to the area by the farming industry, and many work in nurseries and in
agricultural processing occupations near the city. The rurality of the area contrasts its city
look, with included downtown buildings and four jails within or around a few miles
radius from the city.
Profile of Participants
In this section, I will first define myself, the researcher, as a participant in this
research, as mandated by the sensory ethnographic tools used in this work; then I will
conduct a discussion about the student participants, before addressing the teachers,
parents, and community members’ profiles.
58

Researcher as subject. The perspective of case study I used invites the
researcher to interact with the case for a prolonged period of time with the intent to close
the gaps between her and the case and to be positioned as an insider in order to get a
clearer view of the human experience in the different contexts of the case (Stake, 1995,
2005). However, as a PIR in the Burling School community, it was important for me to
be cognizant that my position of authority may influence how much or how little, how
critical, or how open participants may be during our interactions. Also, as someone who
identifies as a Black multilingual immigrant woman from African origins, I felt empathy
and respect for my study participants who were multilingual immigrant individuals or
who were from immigrant families. I am familiar with the othering of speakers of
languages other than English, and of immigrants. I recognize that, as the mother of an
African American child, I share similar experiences with the parents of my student
participants who witness the othering of students of color in American schools. I believe
that sharing a bit about my professional and personal background, and even the reasons
for my interest in my participants’ lives, helped conceptualize my role for them and gave
them a sense that I was sensitive to their status of immigrants and parents of emergent
bilinguals, and created some level of trust between us.
Student participants. Students were fifth-graders at the time of the study. My
goal was to have ten participants, but I ended up with eight; four boys and four girls,
which was coincidental. This was the first year that the fifth-grade was departmentalized
like Grades 6-8 at this school; students were divided into three classrooms, each with a
homeroom led by a teacher. Students started their school days in their homerooms and
then rotated through their other classes throughout the day. The study participants all
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belonged to the language arts homeroom. I designed it this way to facilitate the logistics
of data collection. Table 1 below provides details about them.

Table 1
Student Profiles
Students/
Age

Birthplace

“What is Your
Nationality?”

“What is (are)
Your Mother’s
Tongue(s)?”

Natalia
10

United
States

“I don’t know”
(shrugging)

“Spanish”

Magdalena
10

United
States

“I don’t know”

“English for
my dad and
then Spanish
for my mom”

Joalene
10

United
States

“I was born in
New York so I
am American
but I am also
Mexican”

“English”

Dina
11
Yaël
11

United
States
Puerto Rico

“English”

Julio
11

United
States

“MexicanAmerican”
“Boricua, like
Caribbean
because I was
born in Puerto
Rico”
“Mexican”

Javier
11

United
States

“I am Mexican
and half
American
because I was
born here”

“What
Language(s)
Do You Most
Use
At Home/
At School?”
“Both”

Parents
Participated
?

“English”/

No

“Spanish
because of my
mom”
“Spanish with
parents,
English with
brother”/

Yes-Mother

Yes-Mother
& Father

“English”
“English”

No

“Spanish, I
only speak a lot
of English at
school”

“Spanish”

No

“Mexican
Spanish and
English too”
“Mostlty
English ‘cause
of school and
Spanish at
home ‘cause
it’s easier for
my parents to
speak Spanish”

“Spanish and
English, but
English more”
“Both”

No
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Yes-Mother
& Father

Table 1 (Continued)
Students/
Age

Birthplace

“What is Your
Nationality?”

“What is (are)
Your Mother’s
Tongue(s)?”

Andrés
10

Mexico

“Mexican”

“I am not sure”

“What
Language(s) Do
You Most Use
At Home/
At School?”
“Spanish”/

Parents
Participated?

No

“English”

Natalia was a shy girl who loved school and her friends. She lived with
her parents and her little brother. She identified strongly with both mainstream American
and Mexican culture; she was born in Burling City. She enjoyed group activities mostly
as well as individual interviews where she seemed to open up even more.
Magdalena was the feistiest student in the group. She did not hesitate to share her
opinion and would not mind challenging one of her peers during our conversations. She
was born in Burling City, and lived with five other siblings and with her parents. She was
clear about her dual identity and spoke with a surprising clarity and confident tone. She
would often demonstrate her leadership skills in the group and is fast to organize other
students anytime there is hesitancy about what to do next.
Joalene started the project as a timid girl, but developed more confidence as time
went on. She lived with her parents and older brother who was born in Mexico, contrarily
to her who was born in New York. She identified with both American and Mexican
cultures, although linguistically, she viewed English as her main language. She was the
one in the group to always bring snacks at meetings; she was a smiling soft spoken young
lady.
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Dina was the calmest of the entire group. She lived with her sister and brother and
parents. She was born in Burling City and identified mostly with the English language
and a more globalized identity that included literacies that included songs and games
discovered on the internet with her siblings. She also strongly identified culturally with
her Mexican heritage. She was the peace maker in the group who did not speak much but
who would share wisdom-like speeches every time she did. Others in the group admired
and respected her. Her demeanor made her seem more mature than her age.
Yaël was a phenomenon. His parents were from Puerto Rico, where he was born,
and he strongly identified with the Spanish language and the Caribbean culture. He was
very eccentric, excited, spoke loudly, and was so loved by everyone in the group. He was
also extremely intelligent and had remarkable knowledge about geography, history, and
politics. He felt sometime like a walking encyclopedia and would always surprise the
group with facts. He lived with his mother and was very close to his cousins who lived
with his aunt not far from his house.
Julio was the life of the party. His parents were Oaxacan and he was their only
child. He was born in a city not far from Burling City. He loved soccer and was obsessed
with the player Lionel Messi. He was a charismatic kid who was very popular in the
school; everyone knew him. He was quick to share a smile, a hug, and was very happy,
all the time. He identified with a dual identity that balanced more on the side of
mainstream America. He viewed himself as an American kid whose parents were
Mexican. He was opinionated, confident, and very diplomatic in the way he dealt with his
peers and adults around the school.
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Javier was a mild-mannered kid who was born in Southern New Jersey. He lived
with his parents who were both Oaxacan. He lived with four young other siblings and his
parents. He came from a strict household where education was very important. He also
attended church regularly and played soccer a lot. This is why he was so close to Julio,
with whom he attended soccer practice, worked out with, and talked about soccer all the
time. He claimed a dual identity more balanced towards being an American kid whose
fluent in American culture and the English language, but whose parents needed him to
speak Spanish at home and around them because they were not as fluent in the
mainstream culture. He did a lot of translation for his family members.
Andrés did not talk much. He was born from Mexican parents from Puebla who
were divorced. He lived with his mother and little sister, but spent time with his father
who still lived in town. He was very quiet and only spoke when needed or asked.
However, he would jump into conversations that passionate him. He identified as
Mexican American, he related to both English and Spanish, and looked up to his friends
for guidance.
Teacher participants. Teachers were all part of the fifth-grade team, which was
comprised of four teachers. The language arts, social studies, and math teachers each led
a homeroom. The special education teacher started her day with her group of special
education students in the social studies homeroom, and then rotated with them in other
classrooms the rest of the day. Because there are only four teachers in this group and their
identity can easily be discovered with a demographic description, I will only share the
information contained in Table 2 below.
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Parent participants. Only parents of three children accepted the invitation to join
as participants, although all parents consented for their children to be participants in the
study. Mr. and Mrs. Justo were a Mexican power couple, so to speak. They were from
Puebla, in their 40s, and had started their immigration story in New York where their
daughter Joalene was born. They owned a cleaning company, worked together, and were
respected in the community. Mr. and Mrs. Fuentes were younger than the Justos, they
were in their 30s and of more humble status, financially. They came from Oaxaca,
Mexico, and both worked in the field sometimes, but worked in other industries, such as
landscaping for Mr. Fuentes and in a nursery for Mrs. Fuentes. They were both shy and
religious individuals who enjoyed soccer and church activities. Mrs. Nieto was in her 30s,
from a village about an hour from Puebla. She was a stay-at-home mother who enjoyed
making home-cooked meals for her children. She was very feisty and clear in her
opinions about anything we discussed. She lived a quiet life, which revolved around
taking care of her children and supporting her husband who worked in landscaping very
long hours.
Community member participants. Community members were recruited to
participate were a local Catholic church religious leader, a county government employee,
a tattoo artist, three employees of an activist organization The Farmers’ Project (TFP,
pseudonym), and the executive director of an association of local businesses. Same as for
teachers, to protect the identity of the community members participants since they are
only a few of them and they could be easily identified if their demographic information is
connected to the description of their positions, I will only share the information contained
in Table 2 below.
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The involvement of teachers, parents, and community members helped see the
student participants from a more comprehensive lens by exploring their social, cultural,
and linguistic connections and influences outside of the school walls. Table 2 below
describes the parents, teachers, and community member participants.

Table 2
Profile of Parents, Teachers, and Community Members
Name

Participant
Group

Language
(s)
Spoken
Spanish

Profession/Relationship to Latinx
Families in Community

Parent

SelfProclaimed
Nationality
Mexican

Mrs. Justo
Joalene’s
mother
Mr. Justo
Joalene’s
father
Mrs.
Fuentes
Javier’s
mother
Mr.
Fuentes
Javier’s
father
Mrs.
Nieto
Natalia’s
mother
Mrs.
Leonard

Parent

Mexican

Spanish/
English

Cleaning company owner

Parent

Mexican

Spanish

Works in a nursery

Parent

Mexican

Spanish

Works in landscaping

Parent

Mexican

Spanish/
Zapoteco

Stay at home mother

Teacher

AfricanAmerican

English/
Spanish

Veteran teacher, Experienced with
Latinx students from immigrant families

Mrs.
Mansfield

Teacher

English

Veteran teacher, Experienced with
Latinx students from immigrant families

Mrs.
Spinella

Teacher

American
from
European
origins
American

English

Mrs.
Santora

Teacher

American

English/
Spanish

First-year teacher - No prior experience
with Latinx students from immigrant
families
Veteran teacher, Experienced with
Latinx students from immigrant families

Pastor
Williams
Mr. Trullo

Community
member
Community
member
Community
member

American

English/
Spanish
English/
Spanish
English

Mr.
Picasso

Mexican
American
American
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Cleaning company owner

Leader in Catholic church where many
Latinx immigrant families attend
Tattoo shop owner, member of Latinx
immigrant community
County government official who serves
the Latinx community , but also mentors
Latinx immigrant youth outside of work

Table 2 (Continued)
Name

Participant
Group

SelfProclaimed
Nationality
American

Language(s)
Spoken

Profession/Relationship to Latinx
Families in Community

Mrs. Picorro

Community
member

English/
Spanish

Community
member

American

English/
Spanish

Ms. Karma

Community
member

English/
Spanish

Mr. Martínez

Community
member

American/
Indigenous/
Mexican
Mexican

Member of business community,
colleague of many Latinx
immigrant business owners and
whose business association
pioneered long-lasting Latinx
celebrations in community
Leader of TFP, an activist
organization that serves Latinx
immigrants, especially farmers
Coordinator at TFP

Ms. Jared

Spanish/
English

Organizer, trainer at TFP

Sampling
First, purposeful sampling was used to identify information-rich cases for indepth study (Patton, 1990). Using the homogeneous sampling method (p. 173), eight
middle-school students were identified with the help of local informants, such as teachers
and administrators. Their four fifth-grade teachers, parents, and community members
who worked directly or indirectly with them through their involvement with the Latinx
community were also asked to participate in the study. Institutional Review Board (IRB)
approval and permissions from the School Board and school administration, were
obtained prior to the start of any research activity. Ethical considerations related to
school-age children’s participation in a research study were considered. In fact, since this
study used sensory methods such as pictures and as Harper (2002, p. 1) asserts “Images
evoke deeper elements of human consciousness that do words,” I put in place a plan of
action following school protocols to respond to situations where participants may have
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shared sensitive information that may have to be related to school or State authorities. For
the record, no such incident occurred during the course of this research project.
Since the student participants were at the heart of this study, It is important to
further detail the consideration gave when choosing them. According to Erik Erikson’s
(1902–1994) stages of psychological development, humans experience eight stages of
development throughout their lives, which involve tasks (their successful completion
ensure a sense of competence and a healthy personality) and crisis (Lumen, n.d.). Middleschool age adolescents are faced with industry (measuring up, self-esteem) versus
inferiority and identity (sense of self) and role confusion. Placed in the context of my
study, these stages of development gave a rationale for choosing middle-school age
children, as this work was interested in issues of marginalization that may impact one’s
self-esteem and identity. Today, adolescents face challenges unknown to their age group
in the past; they are the most tested group of students, and they are faced with problems
of insecurity, social stability, expectations, and pressures, and this gets worse for
adolescent immigrants and those who are people of color (Christenbury, Bomer, &
Smagorinsky, 2009). Literature about the literacies of adolescents from immigrant
background, especially from Latinx families, has generated rich knowledge about the
implication of teaching such students and navigating networks and relationships of power
(Moje, Giroux, & Muehling, 2017); their everyday lives and construction of evolving in
American schools (Juzwik, 2017; Martinez, & Aldana, 2017); and the richness of their
literacies illustrated through the multimodal research (Zenkov, Taylor, & Harmon, 2017).
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Recruitment of Participants
A total of eight students, four teachers, five parents, and seven community
members were recruited for this study. Please note that all names of people and entities
used are pseudonyms. For students, the two criteria for participation were to self-identify
as a Latinx student and to be from an immigrant family who uses Spanish as one of his or
her home languages; this was to accommodate participants’ communication with me,
since I am fluent in English and Spanish. School informants were given recruitment
letters that introduced the study, which they distributed to the parents or guardians of
students they helped identify as potential participants. In the letters, family members were
asked to consider giving permission to their children to participate to the research. They
were also asked to join me in an either phone or in-person meeting, where the details of
the study, such as protocols, IRB approval, and procedures were shared in the language
of their choice (Spanish or English). All children participants, whose families gave them
permission to join the project, also went through a similar process where they were
presented with details of the study and given the option to give their own agreement to
participate, by signing an assent form, after they had already further discussed the project
with their family members.
Once student participants were identified, their family members were also asked
to participate. Their criterion was to be a parent or guardian of a student participant and
to identify as being from a Latinx immigrant family. Two sets of parents (mother and
father) and one mother agreed to be part of the study. They also signed consent forms.
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Teachers were already aware of the project when I initially started the recruitment
process for the students. Their criterion for participation was to be one of the teachers in
the fifth-grade cohort who taught the student participants. I had called a meeting with the
four fifth-grade teachers to explain to them the details of the project because I was going
to observe students in their classroom and I wanted to have complete transparency with
them about my goals. After the students were chosen, I asked teachers if they wanted to
become participants as well; they all agreed.
For community members, a similar process was utilized. Their criterion for
recruitment was to work directly or indirectly with the Latinx families within the city.
Local informants pointed me to organizations that worked with the Latinx community
and I reached out. I requested one-hour meetings during which I explained the project in
details and presented them with a letter of recruitment. Most participants signed a consent
form at the end of these first meetings because they were excited about the project, while
others returned the consent form signed via email, after they took more time to think it
over.
Timeline for the Study and Materials
Table 3 below details the timeline for the project completion. More details about
each activity listed in the “Activity” column below is shared in Table 7, “Description of
Analyses Performed,” provided later in this chapter.
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Table 3
Study Timeline
Month

Activity

December 2018 - January 2019

•
•
•
•
•
•

February 2019 - July 2019

August 2019 - September 2019

October 2019 - January 2020

•
•
•
•
•
•
•
•
•
•

IRB approval process
Recruitment processes
Data Collection
Concurrent member check-ins
Concurrent transcription
Translation into English of data
collected in Spanish
Start sensory analysis
Concurrent member check-ins
Continuous sensory analysis
Holistic and pattern coding
Discourse analysis (DA)
Concurrently, begin preliminary
writing
Concurrent member check-ins
Typological analysis to combine
all coding results
Concurrent member check-ins
Completion of writing

Materials Collected Prior to Start of Project:
All documents were made available in English and Spanish:
•

Statement of Translator Qualification and Confirmation of Translation form

•

IRB protocol form

•

IRB financial disclosure form

•

Introduction/Recruitment Letter

•

Parent/guardian consent form, including audiovisual permissions

•

Student assent form, including audiovisual permissions
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•

Critical focus groups: interview protocols; including different texts, such as
images, cartoons, videos, speeches, readings, videos, or artwork used to
provoke thoughts; recorder; and camera.

•

Photo-elicited interviews: photos and other images of different places in the
school community; recorder; and camera.

•

Emplaced and active participation/observation: poster paper, crayons, camera,
and recorder.

Data Collection Methods
This study asked the following questions: What are the discourses of social power
and hierarchical structures present in the experiences of middle-school Latinx
transcultural and translinguistic students in their school community? What ideological
Discourses are enacted in these experiences? How do these students respond to the
ideologies exhibited in oppressive Discourses? In the next few paragraphs, I describe the
data collection.
Data collection methods were chosen following my combined consideration of the
intent of the research to remain critical in this research, democratic and decolonizing by
using sensory ethnographic methods and Stake’s (1995) case study methodology
philosophical orientation, which encourages the collection of data from various sources
and in real-life situations, in order to obtain multiple viewpoints of the case being studied.
My aim was also to use these multiple data sources and different perspectives to expose
convergence and divergence in the data during the triangulation (Stake, 1995) phase of
the analysis process. In fact, as Guba and Lincoln assert (2005), “triangulation reflects an
attempt to secure an in-depth understanding of the phenomenon in question.” (p. 5). I also
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chose specific methods for reasons embedded in the literature focused on ethnographic
methods used in schools. First, because this project was conducted in a school in which I
was an active PIR, I had to be cognizant of the aim and appropriateness of the methods
used in order to remain critical in my work. According to Heath (1982), fundamental
tasks of “long residence” researchers who use ethnographic methods include learning
“the language of the society and structures and functions of cultural components, before
attempting to recognize patterns of behavior that may be covert, ideal, and implicit to
members of the culture” (p. 34). Thus, I chose methods that would enlighten me about the
community’s culture, because the researchers’ “task is to describe the culture of the group
being studied, and to identify specific cultural patterns and structural regularities within
the processes of both continuity and change” (p.35). Also, I hoped that the methods
chosen would highlight aspects of this school community’s cultural patterns that spoke to
structural regularities (curriculum, pedagogy, instruction and assessment of students,
social capital, and relationships operated through power structures) within the processes
of change (continuous change in the demographic landscape). Second, I knew I had to
choose data collection methods that would make me honest about my assumptions and
prejudices, because as Erickson (1984) asserts, the researcher who uses ethnographic
methods has the duty to “really be there,” which means “experiencing [begin page 61]
strong relationships with whomever else is there (one’s informants).” One way I
accomplished “truly been there” was to share my stance about the topics that underlined
my research, particularly, the topic of being transcultural and translinguistic (TT). I made
sure I defined TT to my participants, as people whose lives happen amid diverse
languages, cultures, regions of the world or of the same country, and whose literacy
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practices surpass a one-dimensional lens. I explained that TT’s communicative processes
utilize a variety of norms and codes to respond to contexts and purposes (Canagarajah,
2013) and they language in multimodal ways. I clarified to my participants in initial
conversations, that I had to understand and value TT’s language and cultural wealth,
before attempting to analyze their linguistic portraits.
I took pictures and used video-recording during all data collection sessions,
except for the classroom observations and the observations of parents at home and in the
community. Figure 2 shows the assignment of collection methods to each group of
participants.

Teachers

Students
critical focus-groups

semi-structured interviews
classroom observations

semi-structured, image, and photoelicited interviews
active participation/ observations

Data Collection

Community Members

Parents
semi-structured interviews
observations at home and in the
community

semi-structured interviews

Figure 2. Assignment of Collection Methods to Each Group of Participants

In each of these methods, my goal was to find out about the experiences of the student
participants, which are commonly socially silenced or wrongfully portrayed, as “their
opinions are not heard in the public sphere and they wield little power as a social group”
(Alldred,1998). In doing so, however, I recognized that I was offering a research account
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tied to my own epistemological views of the world. Therefore, although my goals were to
“re-present” children’s voices (temporal word referring to an active process that infers
‘repetition’ of what has been observed and studied, but from a particular perspective) and
“represent” their voices while emphasizing on the advocacy part of my work (p. 3).
While preparing for to collect data from students and their family members, whether it
was researching and choosing materials for our focus groups or we used or asking
questions or providing directions, I strongly relied on my knowledge of pedagogical
strategies and background knowledge about emergent bilinguals and students from
immigrant families.
Students’ data collection. For students, I conducted critical focus-group
discussions; semi-structured, image-elicited, and photo-elicited interviews; and emplaced
and active participation/observations.
Four critical focus group discussions. All students participated in each of these
discussions (See Appendix A). Focus groups were set up as conversations amongst
students where they were provoked with a prompt, which took the form of different texts,
such as images, cartoons, videos, speeches, readings, videos, or artwork, all of which
constitute literacies (Pahl & Burnett, 2013). First, I asked around in my department and
some colleagues and mentors had a few ideas about social-justice oriented bilingual
children’s books to purchase, which they used themselves in their teacher-education
literacy courses. For the images, videos, and sound clips, I relied mostly on resources I
had either utilized in my own courses at the University, but mostly in the elementary
bilingual and ESL classes I taught in the past. Second, I struggled to find ways to
organize the resources once I gathered them. Eventually, connecting back my research to
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the senses, I realized that the resources could be categorized into things you can watch,
things you can read, things you can listen to, and things you can look at. Therefore, I
created four sets of prompts and named them: Watch It, Listen to It, Read It, and See It;
each of these sets became assigned to one of our critical focus group discussions.
I attempted to make the process decolonizing and critical by breaking down the
power dynamics between myself and the participants and making space for natural
conversations to occur. In fact, participants challenged and enticed one another to
respond through “group talk” (Webb & Kevern, 2001). Moreover, since our focus groups
were constructed as discussions amongst participants, I went “some way towards
‘democratizing’ the process” (Wilson, 1997, p. 217).
During the discussions, I took a teacher/facilitator role, where my focus was to
present participants with data, purposefully chosen to entice provoking thought or
prompt. The prompt encouraged students to target specific issues (Patton, 1990). After
they read, listened to, or watched the prompt, we had a conversation. After that, I offered
students the opportunity to record their verbal responses in a written or visual form. For
these second responses, I prepared graphic organizers to help students organize their
ideas. These graphic organizers were optional and students could use any way they liked
to respond. They responded by either using the graphic organizer or with either a
drawing, a poster, a doodling, a collection of words, or another artistic expression of their
choice. Sometimes, they decided to work collectively to respond, as they spoke to each
other while creating their responses and decided that they felt similarly about the topic
and wanted to collaborate in answering to the prompt. For this reason, several group
posters were also born from these discussions.
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Table 4 below describes each critical focus group discussion, shows the data I
used to spark the discussion, and the optional graphic organizer provided to students.

Table 4
Description of Critical Focus Group Discussions

Description

Focus Group 1:
Watch It

Focus Group 2:
Listen to It

Focus Group 3:
Read It

The prompts for

This

For this

In this discussion, I

this discussion

discussion

discussion, I

placed screenshots of

were a series of

featured

purchased six

tweets about social

videos, including

audio only

social-justice

justice, the

Immersion, a film

and audio-

oriented

criminalization of

about an

visual

bilingual

Black and Brown

immigrant boy’s

materials

children’s book,

people in the U.S.,

experiences at

from several

which we read

the Mexican-

school, by Richard

sources,

in a sort of very

American border, a

Levien, presented

including a

flexible

prominent Mexican

at the 9th from

podcast,

independent

actress, immigration,

Media That

music

reading time.

and Latinx groups’

Matters film

streaming, a

Children

social and academic

festival; videos

video from

primed the

experiences on a

about kids and

an

books, chose

table and asked

their reactions to

educational

the ones they

students to grab the

Donald Trump,

website, and

wanted to read.

ones they were

and videos from

a YouTube

They read

interested in

Pero Like, a

video.

individually, in

responding to.

YouTube channel

pairs, in small

featuring videos

groups, and

about Latinidad,

with me, when

made by Latinx

they requested

folks

it.
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Focus Group 4:
See It

Table 4 (Continued)
Focus Group 1:
Watch It
Optional
Graphic
Organizer

Focus Group 2:
Listen to It

Focus Group 3:
Read It

Focus Group 4:
See It

Four-corners

Freestyle

Nine-Parts

See It, Talk About It

organizer:

organizer:

organizer:

organizer:

Respond by doing
all four activities:

Choose as many or as

Respond any way you’d

Choose any or all

few of the parts of

like:

of the ways to

the organizer you

-Draw how you

respond to any of

would like to respond

-Write a poem

feel or how you

all of the prompts:

to:

-Write a sentence

want to respond to
the prompt

-Compose a song
-Write

-Connections I can

-Draw

-Draw

make

-Use sentence starters:

-Write a sentence

-Write a sentence

-What I learned is…

*I think…

about your

that starts with I

-Create a visual or

*I like…

drawing

Feel

image

*I don’t like

-Choose a word

-Share your

-Challenges I see

*This is…

that comes to mind

favorite part of the

-Vocabulary I want

when watching the

prompt

to discuss

video

-Share your least

-The main idea is

-Define your word

favorite part of the

-Important concepts

prompt

are…
-I feel…
-Here is a
summary…

Three interviews. As shown in Table 5 below, each student participated in three
interviews processes: Semi-structured, image-elicited, and photo-elicited interviews.

Table 5
Data Collected in Image-Elicited Interviews

Interview 1:
SemiStructured

Meeting 1 /
Meeting 2

Meeting 3 /
Meeting 4

Meeting 5 /
Meeting 6

Meeting 6 /
Meeting 7

Demographic questions/

N/A

N/A

N/A

Language practice
questions
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Table 5 (Continued)

Interview 2:
ImageElicited

Meeting 1 /
Meeting 2

Meeting 3 /
Meeting 4

Meeting 5 /
Meeting 6

Meeting 6 /
Meeting 7

Self-portraits/

Language
silhouettes /

Relational maps/

Life timelines/

Follow-up interview

Follow-up
interview

N/A

N/A

Follow-up interview
Follow-up interview

Interview 3:
PhotoElicited

Explain process &
demonstrate how to use
cameras

N/A

Follow-up interview

Semi-structured interviews. These interviews consisted of demographic questions
related to the students’ linguistic and cultural background and questions about their
linguistic identity. I started with questions I had planned, but followed the students in the
direction they wanted to take the conversation.
Image-elicited interviews. Students shared more about their identity and how they
view themselves, through four arts-based methods (See Appendix B). I first met with
them in sessions during which they made their artistic creation. They attended as a group,
but worked individually. Then I met with them individually at a later date, for four
separate follow-up one-on-one interviews, to discuss their artwork.
First, the self-portraits (Bagnoli, 2009) allowed me to understand how students
self-identify and gave the students the chance to voice who they believe they are. Each
student had a follow-up interview during which we discussed their portrait. To start the
process, I handed them each writing utensils and paper and asked them to draw a picture
that represents who they are. As shown in Figure 3, Magdalena views herself as a
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combination of family, nationality, sports team fan, fashion statement, and self-care.
Joalene’s portrait (Figure 4) on the other hand, focuses on family and nationality.

Figure 3. Magdalena's Self-Portrait

Figure 4. Joalene's Self-Portrait

Second, students created language silhouettes, a concept introduced in Children
and their language – living multililingualism: Language portraits (Krumm & Jenkins,
2001), and which Martin (2012) defines as simple outlines of the human body used to
illustrate the elements of a child’s linguistic makeup. They are body silhouettes “filled in,
coloured and commented on by the individual language user” (Busch, 2018, p. 3). These
silhouettes helped me discover the expertise, affiliation, and inheritance enmeshed in the
linguistic identity (Dressler, 2014) of my young multilingual participants; while they
brought their linguistic repertoires to life (Wolf, 2014) in a visual form. Also,
unexpectedly, student made the line blur between their linguistic identity and other parts
of their self-identified cultural selves by making many cultural references in these
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silhouettes; thus the silhouettes allowed me to know the students culturally as well.
Students explained their silhouettes in a follow-up interview. Figures 5 and 6 show some
examples.

Figure 5. Javier's Language Silhouette

Figure 6. Yaël's Language Silhouette

Third, students made relational maps (Bagnoli, 2009), to help me comprehend the
significance of certain people, things, or places, in their evolving identity building. In
their follow-up interview, I asked students to rationalize the colors, shapes, and size of
items they drew, just so I had a clearer idea of the message buried in their map I gave
them blank paper, colored pencils, crayons, markers, and pencils. Then, I simply asked
them to place themselves in the middle of the page, and share about important people in
their lives, inside and outside of school. I also asked them to add things or places they
were thinking about at the moment, that they felt were super important in their lives.
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Figure 7. Natalia's Relational Map

Finally, students drew timelines (Bagnoli, 2009), which, in the literature, have
allowed “young people’s narratives about their present and their past” and their
“projections and expectations about their future lives” (p. 560). I was interested in finding
out about important biographical identity markers in students’ lives that may lead to a
better understanding of various Discourses they may have embodied in their past, are
currently living, or will epitomize in the future. Dina’s timeline (Figure 8) shows that
goal was accomplished. Here, Dina uses her timeline (Figure 8) to illustrate that she was
a straight A student in kindergarten and that preschool was the best year ever, because, as
she shared in the interview that followed the drawing of her timeline, she had bilingual
teachers both years. She further explained she no longer is a straight A student because
she has less help in classes where her teachers don’t speak Spanish and it “is less fun
because it’s not just us anymore” (referring to her group of bilingual friends, some of
whom were in our research group).
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Figure 8. Dina's Timeline

Photo-elicited interviews (PEI). These interviews (See Appendix C) were
focused on pictures taken by students. The insertion of images into a research interview
connect “core definitions of the self to society, culture, and history,” and provide an
opportunity to inject a layer of context, culture, and history, to the interview process
(Harper, 2002). Photos could be of important people, places, and things, that could
illuminate them on the topic discussed. When combined with focus groups, their ability
to “evoke deeper elements of human consciousness” (p. 13) by using images rather than
words, offers a unique method for creating a critical frame of reflection. Students and I
had to meet at least twice for each of these interviews and art-expression sessions, due to
time constraints in the school schedule and to allow students time to complete their
responses to the prompt. Meetings took place in my PIR office or in the school library
when no one else was around. I took inspiration from Clark’s (2004) PEI method. I
bought each student a disposable camera, taught them how to use it, and gave them one
week to take pictures that represent their cultural and linguistic realities and identities in
the school community. Once students returned their cameras, I sent them out to be
developed. I then met with each student to have a one-on-one discussion about their
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photos. I asked them questions tailored to each of each, based on their photographs.
Throughout this process, I reminded myself that young people’s production of knowledge
during data elicitation is contextual and can be highly influenced by the presence,
interaction, and rapport with the researcher. In fact, they might undertake some selfpresentation to match what they believe the researcher would like to see them do or say
(Bagnoli, 2009). Therefore, self-reflection was primordial in assuring that I took into
consideration how my presence might have altered the environment, and how my
assumptions and responses to the situation might have formed what I observed and how I
wrote about it.
Emplaced active participation and observations. In addition, emplaced and
active participation/observations were added as a way of conducting participatory
observations “framed with ideas of learning as embodied, emplaced, sensorial and
empathetic” (Pink, 2009, p. 2); and to record with tools such as a digital camera,
sketches, critical notes, and for example, things like people “written observations of
verbatim debates, individual comings and goings, and even the sounds and smells of
particular moments” (Watson & Til, 1994, p. 125). These observations also presented an
opportunity for participants to choose how to share their experiences in spaces across
their school community. Each student was observed twice in one of their classes. I also
observed them in the cafeteria during lunch and conducted school walking tours with
them. Additionally, students who opted to include me in supplementary activities do
language outside of school during a city tour; a soccer practice; while eating out together;
doing homework, playing, and making art at home; and during the city’s cinco de mayo
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celebration. Table 6 shows the distribution of student emplaced and active
participation/observations.

Table 6
Distribution of Student Emplaced and Active Participation/Observations
Participant

In-School

Out-of-School

Natalia

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

at home

Magdalena

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

during community Easter
procession

Joalene

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

at restaurant during family
dinner

Dina

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

N/A

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

N/A

Yaël
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Table 6 (Continued)
Participant

In-School

Out-of-School

Julio

in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party
in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard’s surprise party
in class
walking tour
during lunch
during 5th-grade party
Mrs. Leonard surprise party

N/A

Javier

Andrés

at home
city tour
at soccer practice
during city cinco de mayo
celebration
during community Easter
procession

Teachers were observed four times and parents were each observed once.
Teachers, parents, and community members’ data collection. First, teacher
data collection consisted of one semi-structured interview (See Appendix D) with each
teacher and observed them each four times in their classrooms. Then for parents, I
conducted one semi-structured interview with each parent and observed them once in
their home and/or in the community. Finally, community members data collection
included one interview (See Appendix D). Figure 9 below features photographs taken
during my visits to Pastor Weber’s office and the TFP’s Food for Justice Garden.
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Catholic Church

TFP's Food for Justice
community garden

Figure 9. Visits in the Community

Researcher’s journal notes and blog. I negotiated my role as a teacherfacilitator, researcher, PIR, and observer, during these interactions with participants, and
created an unpublished blog (Picture 7) to be used as the receptacle for my researcher
journaling, in which I recorded critical reflections about my functions at this school and
how they impacted the data that collected. I also recorded notes about things that
happened while I was in the school and which I found important to remember. As I
created this blog on a very early and cold Saturday morning in January 2019, I baptized it
Transresistir~, and gave it this motto: For the rights of translinguistic identities…and to
dancing between tongues! (See Figure 10). Certainly, research journals allow the
researcher to make their assumptions, biases, experiences, opinions, considerations, and
stances visible to themselves and create transparency (Ortlipp, 2008). After it was de86

identified, this blog was made available to my dissertation committee and parts of it were
shared during the dissemination of research findings to my PDS community. Indeed,
research journals become visible to the researcher’s readers when they become an
“acknowledged part of the research process through keeping reflective journals and using
them in writing up the research” (p. 695).

Figure 10. Research Journal Blog

Analysis Design: Coding, Interpretation, and Data Organization
This project was a qualitative case study grounded in ethnographic methods. It
focused on one case, represented by eight students in one English language arts 5th-grade
classroom, their four teachers, five of their parents, and seven community members. With
Stake’s (1995, 2005) case study orientation in the analysis phase in mind, which includes
categorical aggregation, establishing patterns, and naturalistic generalizations, and
concurrency between discovery and interpretation; I chose a mixture of analysis methods
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that fit my research questions, critical stance, my case study orientation, ethnographic
methods, and the goals of the inquiry. I combined discourse analysis (DA) with
ethnographic methods, a decision I took after reviewing the literature, which pointed me
to several ideas and opinions that demonstrated their complimentary relationship, as well
as their points of convergence. Ethnography is “characterized by the lens through which
social phenomena are investigated and is concerned with the culture and social practices
of individuals or groups of individuals” (Rogers, 2003, p. 24). In this study, it helped
understand how participants evolved in their school community and supported the
investigation of the sociocultural practices of the students themselves as a group of
translinguistic students from immigrant families, and also the practices enacted around
them in their school community. DA introduces social critique into language studies and
“contributes to critical social analysis a particular focus on discourse and on relations
between discourse and other social elements (power relations, ideologies, institutions,
social identities, and so forth)” (Fairclough, 2012). Historically, DA has not used an
ethnographic approach to study language and literacy issues through a critical social lens
and constitutes, so it is well complemented by ethnography, which “allows to capture
social, personal, ad institutional histories in a way that critical discourse does not”
(Rogers, 2003, p. 24). Table 7 lists and describes the analyses performed.
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Table 7
Description of Analyses Performed
Analysis Performed

Description

•

The goal of this analysis was to identify, across the
body of data, sections that may connect to the
research questions and give me a general sense of
the data in hand. This analysis was performed
concurrently with data collection, and examined
the following items individually:
o Journal entries in research journal
(blog posts)
o Transcribed interviews
o Transcribed critical discussions
o Recorded videos
o Collected images
o Observations notes

1/ Sensory analysis:
o Second level of knowing
and knowledge
production (pink, 2009)
o

•

Thick descriptions
(Rogers, 2003)

2/ Holistic coding across
multimodal
data (Dey, 1993)

The goal of this analysis was to find chunks of
data or episodes containing discourses (or
language-in-use) and figured worlds connected to
the social power and hierarchical in the
participant’s school community (Research
question # 1).
End Product: A list of episodes highlighting
enactments of discourses of social power and
hierarchical structures (List A).

•

3/ Pattern coding (Saldaña, 2015)

The goal of this analysis was to discover, within
List A, ideological Discourses enacted in the
episodes found above (Research question # 2).
End Product: A list of episodes and data extracts
featuring ideological Discourses or identity kits
embodied in participants’ lives in their school
community (List B).

•

4/ Discourse analysis (Gee,
2014a, 2014b)

The goal of this analysis was to locate within List
B, Discourses that reflected how participants
responded to the Discourses exhibited in List B
that were oppressive (Research question # 3),
using three out of six theoretical tools from
Gee’s (2014) DA framework.
End Product: A list of episodes and data extracts
featuring Discourses of acceptance and Discourses
of refusal that underlined how participants
assimilated to or rejected ideologies exhibited in
the identity kits they encountered (List C).
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Table 7 (Continued)
Analysis Performed

Description

•

The goals of this analysis were to construct
domains based on semantic relationships
discovered within frames of analysis (Lists A, B,
and C), create codes derived from refined salient
domains, and generate themes across domains.

5/ Inductive analysis (Hatch,
2002)

End Products:
o A codebook of domains listing included
terms, semantic relationships, and cover terms
(Codebooks 1, 2, and 3)
o A master outline expressing relationships
within and among domains, with data extracts
that either support or contradict elements of
the outline

Sensory analysis. I treated the data as a “second level of knowing and knowledge
production” (Pink, 2009, p. 142) throughout the research process. I wanted to find
sections that may connect to the research questions and give me a general sense of the
data in hand. Also, through ethnographic “thick descriptions” (Geertz, 1973), I was able
to unearth the significance of both my behaviors and that of participants and paint a
detailed depiction of the study context and the behaviors, actions, and beliefs that took
place in it. Therefore, I concurrently collected and analyzed data, even if I had distinct
data collection and analysis times and spaces later during the research process. This
speaks to the Collecting and Analyzing Data Concurrently phase of verification (Morse et
al., 2002). Interpreting sensory materials involves moving back and forth between a
multimodal set of materials and defining what participants, said, felt, and meant; while
using the researcher’s memory, own sensory experiences, and notes (Pink, 2009).
Profound reflexivity was crucial to convey myself in the research study, communicate my
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background and how it informed my elucidation of information. This phase took place
during data collection and informed decisions made as the research progressed.
Holistic and pattern coding. A second global review of the data corpus allowed
me to examine it as a whole before deciding any further refinement of coding. This time,
as suggested by Fairclough (1992) and Chouliaraki and Fairclough (1999), I was
reviewing the data to find episodes containing discourses (or language-in-use) and
figured worlds connected to the social power and hierarchical in the participant’s school
community (Research question # 1). Each episode was the representation of a “series of
turns that all relate to the same topic or theme” (Lewis and Ketter, 2011, p. 133). Figured
worlds (Gee, 2005) are made up of narratives and images sociocultural groups use to
make sense of the world; they are “everyday storylines or theories that help individuals
determine what is typical or normal for a particular Discourse” (Marsh & Lammers,
2005). When applied to literacy, they could include "functional illiterates," "good
readers", and "illiterates" any of which might be "invoked, animated, contested and
enacted through artefacts, activities and identities in practice" (Bartlett and Holland,
2002, p. 6). Figured worlds helped make visible and make sense of the discourses the
social power and hierarchical structures used to dictate what is “correct” or “wrong,” in
participants’ languaging. In the end, I had created a list of episodes highlighting
enactments of discourses of social power and hierarchical structures (List A). Viewing
and analyzing data as ethnographic “thick descriptions” (Rogers, 2003) helped me
understand deeply the contexts and actions (p. 30). However, these descriptions were
complemented with holistic or “macro-level coding”, in my efforts to “grasp basic
themes or issues in the data by absorbing them as a whole [the coder as ‘lumper’] rather
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than by analyzing them line by line [the coder as ‘splitter’]” (Dey, 1993, p. 104). This
method was a preparative approach before going into a second more detailed and
categorizing coding process (Saldaña, 2016).
I followed the holistic coding with pattern coding (Saldaña, 2015), by I taking an
even deeper look at List A, in search for ideological Discourses enacted in the episodes
found above (Research question # 2). During this process, I created a list of episodes and
data extracts featuring ideological Discourses or identity kits embodied in participants’
lives in their school community (List B).
Discourse analysis. After coding, I took a third deep dive into the data in search
of Discourses that reflected how participants responded to the Discourses exhibited in
List B that were oppressive (Research question # 3), located within List B. DA served as
the verbal, visual, auditory, and sensual data analysis methodology. Using three out of six
theoretical tools from Gee’s (2014b) DA framework (p.156) as analytical apparatuses for
discourse analysis, I further analyzed the data and linked instances of language-in-use at
the micro level to large-scale analyses of ideologies and power at the macro level (Street,
2003). In fact, I used the “situated meaning tool,” the “figured worlds tool,” and the “Big
D Discourse tool.” According to Gee (2014b), these tools focus on central ideas about
how language connects to culture and to the world. During analysis and for each of these
tools, the researcher must ask herself a question whose question highlights that tie
between language, culture, and perspectives about being in the world. First, for the
“situated meaning tool” in any communication, Gee (2014b) encourages to ask “of words
and phrases what situated meanings they have. That is, what specific meanings do
listeners have to attribute to these words and phrases given the context and how the
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context is constructed” (p. 159). Second, for the “figured worlds tool” in any
communication, Gee (2014b) inspires to ask: “what typical stories or figured worlds the
words and phrases of the communication are assuming and inviting listeners to assume.
What participants, activities, ways of interacting, forms of language, people, objects,
environments, and institutions, as well as values, are in these figured worlds” (p. 177).
Third, for the “Big D Discourse tool” in any communication, Gee (2014b) instructs to
ask: “how the person is using language to enact a specific socially recognizable identity
and engage in one or more socially recognizable activities. What kind of person (identity)
is this speaker seeking to enact or get recognized. What sorts of actions, interactions,
values, beliefs, and objects, tools, technologies, and environments are associated with this
sort of language within this particular Discourse” (p. 186). Discourses (Gee, 2005) were
employed to surface the Discourses or identity kits that displayed an inclusive or
exclusionary ideology towards transcultural and translinguistic identities. Discourses
were not only illustrated in the ways people express thoughts, write, read, make art,
speak, and so on; but they inform how people perform these acts. The end product of this
analysis was List C, a list of episodes and data extracts featuring Discourses that
underlined how participants assimilated to or rejected ideologies exhibited in the identity
kits they encountered.
Inductive analysis with typological steps. “All qualitative research is
characterized by an emphasis on inductive rather than deductive information processing.
Even the typological model, which starts deductively, depends on inductive thinking
within several of its steps” (Hatch, 2002). This was especially helpful as my methodology
is broadly framed as a case study using critical methods and as the last step, helped me to
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organize understandings about the case and insight gathered through the entire data
collection process. Using Hatch’s inductive process, to achieve an analysis of the data
gathered across the case, I developed domains or “categories that help read the data with
specific semantic relationships in mind” (p. 166). Domains include included terms, which
“name the members of the category” (p. 165) and cover terms, which “name the category
into which all the included terms fit” (p.165). Semantic relationships: a “set of categories
of meaning or domains that reflects relationships represented in the data” (p. 164) and
connect included terms and cover terms.
A fourth plunge into the data allowed me to construct domains based on semantic
relationships discovered within frames of analysis (Lists A, B, and C), create codes
derived from refined salient domains, and generate themes across domains (Hatch, 2002).
In the end, I created three codebooks of domains for each research question (See
Appendix E), listing included terms, semantic relationships, and cover terms (See below
Figure 11 for headings of Codebook 3 for research question 3). Then, I created a master
outline combining all three codebooks, expressing relationships within and among
domains, and with data extracts that support or contradict elements of the outline.
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Figure 11. Codebook 3

After this last step, I borrowed Hatch’s (2002) last step in his typological analysis
(Figure 12), by using the domains deductively, as predetermined categories, to further
make meaning of the data. This was one last phase of the analysis to help me prepare for
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writing the findings of the study, by formulating patterns, relationships, and final themes
or integrating concepts found.

Patterns or
regularities

similarity (things happen the same way), difference (they happen in predictably
different ways); frequency (they happen often or seldom), sequence (they happen in a
certain order), correspondence (they happen in relation to otheractivities or events),
and causation (one appears to cause another)

Relationships
or links

strict inclusion (X is a kind of Y), rationale (X is a reason for doing Y), causeeffect (X is a result of Y), and means-end (X is a way to do Y)

Final themes of
integrating
concepts

Statement of meaning that can be found by asking: What broad statements can
be made that
meaningfully bring all of these data together?

Figure 12. Making-Meaning Using Hatch's Typological Analysis

Writing of the research report and dissemination of findings. Writing up the
research started with and continued throughout data analysis. Several items were
accounted for in this process. First, the fact that this is the writing of a case study, in
which, “In private and personal ways, ideas are structured, highlighted, subordinated,
connected, embedded in contexts, embedded with illustration, laced with favor and
doubt” (Stake, 2010). Second, based on the sensory and ethnographic used in this work,
sensory writing underlined the style of the writing to describe tacit, embodied, unspoken,
not easily expressed elements of this work that were not easily expressed with written
words solely (Pink, 2009). Last, as a way to honor the potential for transferability
(Korstjens and Moser, 2018) of this work, as discussed later in this chapter; my
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interpretative epistemology (Geertz, 1983); and the critical understanding of the research
contexts and actions (Rogers, 2003) I prioritized thick descriptions in my writing.
Dissemination of data include:
•

Sensory ethnographic writing with embedded images and sensory details
(manuscript).

•

Blog built as research happened with de-identified images, reflections,
videos, commentary, music, and photos for committee and participants’ review.

•

Gallery walk with PDS community to present research findings in print and
multimedia form during a PDS Research Party in the Spring of 2020.

Establishing and Evaluating Quality of Research
Rigor through inter-observer agreement procedures. Researchers must
recognize their subjectivity (Rubin & Rubin, 2011). Therefore, I focused on the nuanced
stories. Furthermore, the participants in this research were considered co-constructors of
the truth, based on the critical nature of this work which deals with hegemony by seeking
participants’ input with the aim of adding to their empowerment and liberation from
colonizing ideologies (Guba & Lincoln, 2005). Hence, the appropriateness of Guba and
Lincoln’s (1989) process of evaluation of interpretation centered in the hermeneutic
dialectic practice. It consists of one or more rounds of open-ended interviews, in which
the researcher interviews a first participant to construct a picture of his views on the
question. Next, the researcher interviews a second participant and constructs their
perspective. Then, the researcher discusses the issues raised by participant 1 with
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participant 2 and then structures a composite construction based on these two interviews.
Then, a third participant is interviewed, and so on (Moret-Hartman, Reuzel, Van Der
Wilt, & Grin, 2007) and so on. This process continued until no new information was
added. I used this process through all the interview rounds.
Quality through trustworthiness and verification. I opted for two strategies to
evaluate and safeguard the quality criteria of the study. First, methods of verification
Morse et al.’s (2002) allowed me to ensure quality throughout the research process and
not at the end. Indeed, these strategies move away from traditional post-hoc methods that
check for trustworthiness to establish rigor at the end (Guba, 1981). Instead, quality and
rigor were appraised and established through several strategies while the investigation
happened. Verification accounts for “the varying philosophical perspectives inherent in
qualitative inquiry. Thus, the strategies used were specific to, and inherent in, each
methodological approach” (Morse et al., p. 14). I present in Table 8 below the
verification strategies used in this study, as they pertain specifically to the present study.

Table 8
Verification Strategies
Strategies
Investigator
Responsiveness

Principles

Application to this Study
The researcher’s flexibility, innovation,
thoughtfulness, and skillfulness drove the
investigation’s quality. As this study progressed,
decisions were based on continuous data analysis
and a careful examination of what the data said,
rather than preset rules.
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Table 8 (Continued)
Strategies

Principles

Verification Strategy

Methodological
Coherence

Verification Strategy

Appropriate
Sampling

Verification Strategy

Collecting &
Analyzing Data
Concurrently

Verification Strategy

Theory
Development

Application to this Study
This ensured that the research question and
methods used were compatible. To illustrate this in
this study, critical discourse terminology, such as
discourses, Discourses, power, language, and
ideology speak to the method of analysis I used:
discourse analysis, specifically discourse analysis.
These terms were also embedded in my questions.
Choosing the right number of participants who
represent well the population in mind and have
knowledge of the topic been researched was
ensured by the acquisition of categories/themes
saturated with quality data. My number (8) was
based on examples of empirical research that has
used discourse analysis and other methods to
discover the connection between linguistic
production in bi/multilingual environments to
greater social structures and ways of being.
Typically, less than 10 participants were used. See
Rubinstein-Ávila, 2007 (1); Medina, 2010 (1);
Moll, Soto-Santiago, & Schwartz, 2013 (2);
Thompson & Hakuta, 2012 (2); and Zentella, 1997
(4).
Constructing a connection between sampling, data
collection and analysis, and thinking theoretically
through the study ensured quality of research. I
intended to adopt this practice to ensure continuous
feedback between data collection and analysis, as it
spoke to sensory ethnographic analysis methods
(Pink, 2009) and DA methodology (Meyer, 2001).
According to Morse et al. (2002), theory
development consists of moving “with deliberation
between a micro
perspective of the data and a macro
conceptual/theoretical understanding. This is
another connection with my sensory and inductive
analyses, coupled with DA, in which I placed
everyday discourses into larger societal discussions
about Discourses or “ways of acting, interacting,
feeling believing, valuing” (Gee, 2005, p. 7).

Despite my use of these verification methods, I complemented my evaluation of
the quality of this research by using post-hoc methods firmly grounded in qualitative
research traditions and which evaluate the trustworthiness (Lincoln & Guba, 1985) of the

99

study and its findings through the determination of its credibility, transferability,
dependability, and confirmability (Guba, 1981). Below, I define each strategy, based on
Korstjens & Moser’s understandings (2018) and I also outline how I addressed each of
them in this project.
First, credibility is concerned with how the research findings reflect conceivable
data obtained from participants and represent believable interpretations of their authentic
perspectives. It is checked through prolonged engagement, persistent observation, and
triangulation and member check. To start, I have had prolonged and meaningful
engagement with the participants throughout this study as well as persistent observation.
My particular position in the school community as a PIR has allowed me access to
participants easily and I was also able to tackle scheduling and unseen changes
effectively because I was a member of the community with a certain awareness of the
community’s rules and culture. This knowledge helped easily facilitate rescheduling of
appointments, for example. Also, because of my PIR position, I was already at the school
at least four days a week, therefore, I could meet participants inside or outside the school
without needing much notice. This flexibility allowed me to build trust and get rich data.
Next, I was able to focus in great detail on the research questions and research aim,
thanks to my presence in the school. I observed the different issues I was interested in
from multiple angles, times, and spaces in the school community.
Then, I achieved triangulation through data triangulation and method
triangulation. For one, I gathered multiple data sources in different times (while
participants were doing different types of things in the school community - eating,
learning - and in various times of the day); different spaces (in and out of school,
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classroom, cafeteria, soccer game, office, etc.); and from different people (students,
teachers, parents, community members). My method triangulation shows in the multitude
of types of data collected, to reflect the ways in which participants, particularly students,
express their concerns and opinions (critical focus-groups, interviews, researcher journal
notes, emplaced and active participation/observations, and audiovisual recordings).
Last, I conducted member checks by taking into consideration participants’ views
of the data by presenting it back to them themes, interpretations and conclusions, to
ensure I understood what they meant to tell me during data collection. Member checks
happened by confirming results with participants and debriefing. I checked in with
student participants about specific data I collected from them individually during regular
weekly classroom visits I had with them, which happened outside of data collection time.
As a PIR, I would be in their classrooms as part of my routine classroom visits that were
part of my PIR observation schedule. I would also have group check ins regularly when
students would visit my office for weekly visits, outside of data collection times, for
discussions about their lives in general and as a way for us to continue connecting as a
group. A similar process was used with teachers, whom I saw regularly about the
research study through any given week. We had informal talks often and formal
appointments meant to elucidate my understanding of their interviews and observations.
Student and teacher participants and I had many opportunities to debrief our sessions
because of my continuous presence at Burling School as a PIR. For parents and
community members, each visit was followed by me sending a thank-you card, which in
turn would be followed by a phone call or email to clarify some points about how I
interpreted their thoughts. I built confidence (Stake, 2010) and differentiation (Flick,
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2002) through credibility by examining differences in the data through the interpretation
of different meanings.
Second, transferability is interested with the extent to which the research findings
can be transferred into other milieus and with other participants. It is measured by the
amount of thick descriptions and details the account of the research process is offered by
the researcher. I was able to build an account of this project through not only the
participants’ experiences and behaviors, but also through the description of the different
contexts in which they were placed or in which they placed themselves. It is my
assumption that my readers will pass this work’s transferability test, which I prepared for
by offering detailed descriptions of the circumstances in which participants and myself
were doing this research gives more chances at this work to be accurately duplicated
elsewhere.
Third, dependability and conformability are connected because they deal with
consistency and neutrality in the process of analysis. Dependability helps in
substantiating that the findings are stable over time because the they constantly and
continuously involve participants’ views as gathered through data collection.
Confirmability deals with confirming that the research findings are not mere fruits of the
researcher’s imagination and that they can be confirmed by the research community.
Each step of the research happenings was kept through the research process and
interpretations of findings were based on an inter-subjectivity of the data, as explained in
the section above. The inter-observer agreement procedures explained above helped in
this process.
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Finally, reflexivity is self-reflection on the part of the researcher, connected to her
biases, preferences, preconceptions, and to how her relationship to participants might be
affected by the answers obtained from them. I was self-aware during this research,
reminding myself about my personal biases, assumptions, and experiences I bring to the
study, and how they affect the decisions made throughout the research process. I kept
detailed reflexive journal and blog notes during and after data collection activities, during
transcriptions of documents, and the analysis process. This allowed me to clarify my
understanding as I moved through the research process and connect information
throughout the multimodal data set.
Summary
This study was a qualitative case study grounded in ethnographic methods, based
on a critical epistemological positionality, and which used critical tools in data collection
and analysis. In this chapter, I shared my theoretical and methodological stance,
grounded in a critical, democratic, and decolonizing look at education, language, literacy,
identities, and research; and founded in traditions of educational ethnography and the
ethnography of schooling. I place this work in the context of my work as Professor-InResidence at the school in which the study took place, and consequently making quality
of research through verification and trustworthiness strategies central aims of my
processes during this journey. I embarked into this project to discover the discourses of
social power and hierarchical structures present in the experiences of middle-school
Latinx transcultural and translinguistic students in their school community. I also wanted
to investigate the ideological Discourses enacted in these experiences, and unveil how
TTS systematically responded to the ideologies exhibited in oppressive Discourses. In
103

this vein, I engaged with fifth-grade Latinx students from immigrant families, some of
their parents, teachers, and school community members. Eight students engaged with me
and each other in critical focus group discussions; shared about D/discourses they
experienced and their identities during semi-structured, image and photo-elicited
interviews; and exposed me to the multitude of identities they embodied in their school
community during emplaced and active participation/observations. The four teachers of
this departmentalized 2018-2019 fifth-grade class contributed to this work by allowing
me to observe them while they taught and interviewing them. Five of the students’
parents opted to join my group of participants and were also observed at their home and
in the community. Lastly, seven community members who worked directly or indirectly
with Latinx TTS in this community also participated through interviews. In Chapter 4, I
share the study findings or case assertions.
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Chapter 4
Findings
This research’s ultimate aim was to uncover how translinguistic and transcultural
students (TTS) from immigrant backgrounds respond to oppressive ideological
D/discourses enacted in their school community. This case study allowed my participants
and I to travel through an intentionally decolonizing and democratic research journey that
featured multimodal ways of expressing and representing language as well as critical
moments of self-reflection and self-consciousness. In the end, we answered this work’s
three research questions by first exploring the discourses of social power and hierarchical
structures present in the experiences of participants’ school community; second,
examining the ideological Discourses enacted in these experiences; and third, analyzing
how participants responded to oppressive ideological Discourses.
In this chapter, I report on three principal findings or case assertions, each
associated with one of my research questions. First, there exist inclusive and exclusionary
discourses of social power and hierarchical structures in students’ social and academic
interactions, which disclose a multitude of figured worlds enacted in and out of the
classroom and which assign a fixed status for TTS in the school community. Second,
these figured worlds work intensely to legitimize or delegitimize participants’ identities
through ideological Discourses represented in the school community. Third, TTS respond
to ideologies exhibited in oppressive Discourses by systematically manifesting events of
acceptance or resistance, using a variety of social and intellectual acts, dispositions, and
behaviors grounded in their transliteracies, which I call transresistance.
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Conveying and Assigning Social Power and Hierarchical Structures Through
Inclusive and Exclusionary discourses and Figured Worlds
The data revealed that students received verbal and non-verbal messages that
indicated and perpetuated a variety of social power and hierarchical structures in their
school community, through everyday discourses or language-in-use. These figured
worlds assigned a status to TTS in the community. These occurrences were commonplace
and often seemed harmless at first sight, however, student participants demonstrated their
acute understanding of discourses that empowered and those that worked to render their
complex identities invisible, powerless, and without value. These discourses can be
categorized as inclusive and exclusionary, and appeared through figured worlds that were
portrayed in the community. In the paragraphs that follow, I describe several types of
inclusive and exclusionary figured words that emerged from this research and discourses
through which they were exhibited. I choose to name these figured worlds “perspectives,”
to clarify that their characteristics do not entirely define the people in the school
community who enact them necessarily, but rather, these people personify philosophies
represented by these figures.
Inclusive discourses and figured worlds. Several inclusive were identified; each
with its own set of characteristics.
Figured world 1: The Enlightened. This perspective has complex understandings
of language, diversity, and education. It is represented through language-in-use expressed
by children and adults in the community who have life experiences similar to TTS’ or
have comparable opinions about the necessity to be “woke” about issues of language,
race, and power. For example, Ms. Spinella, one of the teachers, connected to the student
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participants’ experiences through her Italian heritage from both her parents, to which she
attributed her communication style: “I am American, but I like to identify with
Italian…(we love) food…I’m a verbal communicator.” She went on to say that one of her
strong areas were communicating verbally, and that as a teacher, that helped her support
her TTS students. Mrs. Leonard, another teacher, also claimed her African American
heritage as a reason for understanding and feeling sympathy for students from immigrant
families. She mentioned the struggle of being “Black” in America in these words:
“ Black? Why don't I like it? It's just one of those things that's like the "race" that I'm a
part of, we have no history. And you have Jewish Americans. You have Italian
Americans. What do we have? We don't really have anything to grasp onto, to hold on as
our culture, our history, to say African American.” Her comments were referring to the
negation of the historical value of African Americans in America and the subsequent
hesitation of Black immigrants to identify as African Americans once they move to the
U.S. She, angrily, said: “And then to know other people who are from other countries that
are my complexion, they don't want to be an African American because it's negative to be
African American…” I was embarrassed and in agreement with her as she spoke; I am
from African decent, I am an immigrant; however, there have been instances where I
clarified for people that I was African and not African American. This was before I
realized why I was saying that and the racial connotations I was validating by making
these claims. It is true that I am of African origins, but in America, I am embodying
Blackness and all that comes with it, including being African American in the ways I am
perceived and thus in the ways I experience life most of the time. I understood that the
same reasons Mrs. Leonard felt empathy for the struggles of her Latinx students were in
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part reasons why I felt the same about them - we shared negative social and academic
experiences because of who we were. Parents were also a group of people that I found
supported their students because, although most of them did not attend school in the U.S.,
they lived and worked in their children’s school community, and went through very
similar experiences. They were also aware of their children’s struggles because of their
own routine encounters with oppressive ideologies. Mrs. Mansfield, another teacher,
supported this point of view, as she remembered a single parent who, while discussing his
children’s daily battles at school, once said to her: “I love my children. I would do
anything for them." Despite the many examples of Enlightened figures that were
inclusive because “they’ve been there” themselves, the most striking case of inclusive
figures didn’t come from minoritized people nor Latinx family members. Surprisingly,
they came from White community members with no particular “complex” identities,
according to themselves, but rather, with deep family and friendship ties to minoritized
groups. Mrs. Picorro, a community member, illustrated this fact when she shared this
story:
I've been part of this community for a very, very, very long time, and I have a lot
of personal and professional relationships with a lot of people in the Latinx
community. When I moved to Gladiator County, we were living in
Williamsburgh. It was a very white community. And it was either you had a lot of
money or you had nothing in that community. Now, my oldest daughter is half
Puerto Rican. So, the people there would chase her around and say, “You're
Mexican. You're undocumented. We're going to murder you. We're going to

108

murder your parents." And she's like, "Have you ever seen my mother? She is as
white as they come.
(Mrs. Picorro, Interview, 5/23/19)
According to the data, the Enlightened figure is also open-minded, rational, and wants to
be educated. Most of all, this perspective is reflective. Mrs. Leonard learned Spanish on
her own to be sure she can further her linguistic connection to her Latinx students and
their families: “I listen to Caliente on Sirius XM. I'm trying to learn the Spanish, so I can
be more effective here and talk to parents and things.” Other adults showed they
willingness to explore outside of their comfort zone and faced their shortcomings through
reflection. Teacher Santora, for example, shared this reflective comment while we
discussed her students and the views on appropriate pedagogy:
It doesn't work like that. And I hadn't really thought about it - and shame on me
for thinking it - that we need to continue to celebrate the language that they came
from. We don't need to kill the language. We need to help them in both. And what
Jávila (district supervisor of ESL and BE) said, once you learn a skill in one
language, you now know it in all languages. And so, they're doing more of a duallanguage and helping the kids think-- continuing to teach the kids in both
languages. So, if you're coming over from Mexico or Puerto Rico at a certain age- and I don't really understand the full goings-on of it, but you're in it for a period
of time until you have a mastery of your own language, and then the new
language you're acquiring. Because I see some kids here that like, "Oh, I can't
write in Spanish.”
(Mrs. Santora, Interview, 5/22/19)
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Although I epistemically do not adhere to the belief that TTS learn and enact their
languages separately from one another, I understood that Mrs. Santora was being
reflective and was desperately trying to find ways to support her students. She looked
humble, kind, and very concerned. She continued:
… I'm noticing over the years - I can say over the years because I've been here 17
years - that the students come from, typically from the Spanish communities, are
wanting to make it better, to make it a little better for themselves. Here's
something that I didn't really realize. I mean, you hear stories on the news, "Oh,
we had to travel all night long. We had to hide in the swamp…”
(Mrs. Santora, Interview, 5/22/19)
This comment, along with others she made over time, showed how regretful she was to
not have started paying attention to or being compassionate to her students’ issues. Ms.
Spinella also felt that way. She reflected on how her childhood and young adult
experiences:
That used to be me. Growing up in a conservative Christian environment-- not
even from my parents. It didn't come from my parents. I went to a conservative
Christian school, and I grew up in a conservative Christian church, and it was
almost like you had this fear of immigrants and I didn't even know why. I had all
of these--Yeah, assumption. Because that's what everyone else around me felt.
And when I went to college, I took an argument and persuasion class, and the
theme for the whole semester was immigration. And I actually, for the first time,
did research, and educated myself, and realized that a lot of the things I thought I
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believed, I believed them because somebody else believed them, and they weren't
even educated about their beliefs.….And it kills me. And I'm like, "Look, I
challenge you. Come to my classroom for one day and just see their faces and just
meet them, and your opinions will change because when you actually meet
someone, you make that human connection. That all of those prejudices and all of
those assumptions are lacking --because I was so-- I mean, you're ignorant. You
don't know what you don't know, but I was making all of these assumptions based
off of what I saw on the news, or what I heard from the people around me. And
now it's just like - I don't know - I look at it through a different lens. I'm more
empathetic because I'm more educated, and before I didn't understand what they
were trying to get away from. Because the news tells you they're just coming here
to take your money and to deal drugs and that's the stupidest thing I've ever
heard…. But I didn't have an understanding of what they were fleeing from, and
now I'm so glad that I get to work in this environment.
(Ms. Spinella, Interview, 4/16/19)
These comments testified to the willingness to find different narratives than the negative
ones found in this school community, but also perpetuated in the media. It is worth
mentioning that Ms. Spinella’s experience at Church was fundamentally different from
that of Ms. Jared, another White woman and activist organization leader, whose moment
of awakening and inclusivity came from her church program when she was in college.
She described it as being part of her consciousness on many levels.
The Methodist program that I was part of was very strongly oriented toward
social justice issues. And then my last year of college, my first year in the
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Methodist program, I also came out, which was like a whole other personal
journey.
(Ms. Jared, Interview, 5/16/19)
Ms. Jared’s comments further demonstrate the typical reflectiveness of the Enlightened.
Her thoughtfulness about sources for her consciousness made her someone I very much
enjoyed interviewing as she was clear about why she was an advocate for social justice in
the world. In this excerpt, she connects the culture of acceptance in her Methodist church
to her being able to come out as a gay woman. Other participants also demonstrated their
reflectiveness. For example, Ms. Spinella spoke of “retraining her brain” to see the world
in a different light and through the eyes of her students. She also aligned herself with
like-minded people who represented inclusive figures, such as Mrs. Leonard, with whom
she said she was not afraid to share when she was struggling:
I'll go to her, and I'll be like, "I'm really struggling with this right now," whether
it's something with teaching or classroom management. And just to be able to
have her as a partner teacher to be real, and help keep me grounded, and her
experience, has just been so wonderful for me this year. And I hope I'm perceived
as a hard worker because I really strive to do everything I can to create lessons
and experiences for them that they can connect with and will remember.
(Ms. Spinella, Interview, 4/16/19)
Aligning themselves with other Enlightened figures made people like Ms. Spinella feel
safe, mentored, and educated. Another source of education was school. Some of the most
Enlightened figures in this project were trained by likeminded educators or went through
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a critical progressive program. Ms. Spinella, for example, described her pre-service
clinical internships, which took place in an inner-city school. In this experience, her and
other middle-class White females student teachers had the opportunity to discuss how the
stereotypes they had going into the internship changed dramatically. Ms. Jared, on the
other hand, discussed her experience with specific educator mentors:
Environmental conservation work had really fucked over a lot of third world or
developing countries…Yeah, and so the two or three professors that worked in the
environmental science and the political science departments, I give a lot of credit
to for some of my early (consciousness).
(Ms. Jared, Interview, 5/16/19)
These examples shared by Ms. Spinella and Ms. Jared speak to the impact of meaningful
experiences and people who prompt this perspective’s tendency to want to learn from
others, reflect on their experiences, and continue growing their consciousness. Notable
characteristics of the Enlightened figure is that they share complex identities with TTS or
have had similar experiences, they believe in reflective practice, and are critically
educated. These features of their personalities make them a good support system for TTS
in the school community. Another inclusive figured world is the Champion for Dual
Identity.
Figured world 2: The Champion for Dual Identities. This perspective is what I
call “pedagogically woke.” Champions also admire the duality of TTS. First, the
Champion understands the tensions between the non-inclusive curricula and pedagogical
practices used in schools and the real-life experiences of their diverse student body. They
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understand that this disparity causes a mismatch between what and how TTS are taught
and who they are linguistically and culturally. For example, when referring to her lessons
and real-life experiences, Ms. Spinella blurted out that even having grown up around
Burling City (Home of Burling City School where the project took place) and her father
being a teacher there for almost three decades, “it's not until you actually are in a room of
25 kids and none of them have been to the beach, that you're like, ‘Whoa.’” Several other
faculty and staff told me in informal conversations how the curriculum didn’t match the
students or how they learned. They associated molding the curriculum to TTS’s needs
with caring for them and servicing them the proper way, and by doing that, they made it
teaching easier to accomplish because TTS were more open to learning if they felt cared
for. It became apparent to me that, even the most uncaring teachers figured out it would
be easier for them to teach TTS things to which they can connect and, most importantly,
things that mattered to them in their everyday lives, because they would then be more
encouraged to learn. Some Champion figures actually took it upon themselves to adapt
the curriculum to the students’ needs. Ms. Spinella explained:

In February, we did Black History Month research projects, where they picked a
person, they researched, and presented it. And I had a couple students-- and it
cracked me up because it just never crossed my mind because I don't think like
that. She goes, "But why don't we do reports for Hispanic Heritage Month?" And
so, in June, the last two weeks of school, we're going to do that. We're going to do
the same thing. They'll pick their person and present it. And I was like, "Yeah." I
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was like, "You know what? I don't know why I didn't think of that.
(Spinella, Interview, 4/16/19)
Besides once again validating Ms. Spinella’s reflectiveness, the excerpt above
exhibits how she is accepting of TTS’ dual identity. She was took every chance to be
flexible with the curriculum in order to allow space for her TTS to show off other sides of
their identities that the curriculum was not set up to bring out of them. Outside of their
awareness of the importance of connecting pedagogy and instruction to students’
identities and needs, Champion teachers channeled their recognition and valuing of their
own complex identities through their pedagogy. Mrs. Leonard, for example, always
spoke Spanish any chance she got. On her birthday, the student participants came to me
with a great idea: they wanted to have a surprise party for Mrs. Leonard. By this point,
this group had started feeling like a strong group of intellectual friends, bound together
by our research project. They wanted to do many things as a group and with me. I bought
some baked goods and drinks, and students also brought items for this fifteen-minutes
party we were planning on having during Mrs. Leonard’s lunch break. Each of them
brought snacks from their house and one of the many bodegas (corner stores) in the
neighborhood; such as candy and other sweets. I remember the excitement on Mrs.
Leonard’s face when we called her down to the library. She screamed “oh my God!!”,
“Que lindo! ¡Viva mis amores, gracias por su amor” (how beautiful! Long live my loves referring to the students- thanks for your love!). She added: “Feliz cumple a mi!” (happy
birthday to me!).
Another way to champion dual identities for Champion figures was to teach in a
manner that encouraged less use of teacher-centered monolingual lectures and more use
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of diverse instruction and assessment strategies that incited students with complex
cultural and linguistic identities to feel safe to participate, motivated all students to
collaborate, and the use of a multitude of learning styles and methods. In Ms. Spinella’s
class, students always had the chance to enjoy the benefits of this inclusive philosophy.
Once, during a class observation, I asked about the yoga mats students were sitting on the
last time I was in her class. She replied: “Oh, yeah, the yoga mats… the day you were in
here, there were four boys sitting on the floor in the back. I was like, ‘I don't care.’ I was
like, ‘You're working, you're quiet, you're good.’” Another time, during our interview,
she further explained her views:
I don't really want to sit here and read a book that's 300 pages. And especially
with social studies and science. I haven't pulled those social studies books out,
and there was a month and half where we didn't touch them. Because you know
what? Let's do a close-reading, non-fiction, current news article. Make it relevant.
Make it short, to the point, purposeful. So, I think that my personal preferences,
when it comes to that, definitely flow into my teaching.
(Spinella, Interview, 4/16/19)

As shown in the quote above, Ms. Spinella, like other Champions who happened to be
teachers, was interested in making school about her students and not herself. She wanted
TTS’ experiences to reflect a balance between what they needed to learn, what they were
interested in learning, and how they needed to learn. By cutting down long readings and
by using diverse, age-appropriate, and interesting texts for TTS; she diversified the
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curriculum and made it more accessible to them and inspired them to be engaged in their
learning and with their peers.

As Champions, teachers were also mindful of the cultural aspects of schooling for TTS.
For Ms. Spinella, this meant inviting extended family members into the schooling
experience and, if language barriers caused an issue, they had to be tackled:

I think that just from my experiences that, especially in the grandparents, they
place such tremendous value on their child's education. And it makes them-- well,
outside of the language barrier, it makes communicating with them really nice
because they're on top of it. If I send a message home or I try to make a phone
call, they're on it. They're on their kids. They're on the situation, and that helps
make my job easier. But I also think that it's a great perspective to see on their
child's end because they see how important education is. I wish I could
communicate more effectively because the other day, one of your students-- he
has been having mad behavior issues in my class that he was not having all year.
But mom speaks Spanish, and there's no way for me to communicate with her. So
fortunately, his sister picked him up one day, and she's 18. So, I was able to talk
with her.
(Spinella, Interview, 4/16/19)

The willingness of Champions to include families of TTS into the schooling experience
makes it easier for families to support their students. They view families as partners and
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view them as another way to access and learn about their dual identities. Just like Ms.
Spinella, other teacher Champions collaborated with family members in instances like
meetings, such as parent-teacher conferences as shown above, and created a space to
demonstrate their respect for TTS backgrounds, while sending the message to families
that they are valued as partners. This in turn, created a sense of acceptance for the
families and made them more comfortable to attend school events and communicate with
the school. Also, several teachers and school staff, whether I found that they were
Champions or not, mentioned they used Class Dojo, a classroom communication
application, to communicate with families, including Mrs. Mansfield who said: “For
Spanish, I get a translation through Dojo. So, they do respond. They are in touch.
Whenever I need to call a parent, they're very open. So, I don't feel like I have to do
anything more with them.”
Finally, Champions made me realize that, through this project and the four years I
had spent as a PIR in Burling School, Champions were willing to further their knowledge
and proficiency in supporting students’ dual identities. Most had accomplished this by
learning Spanish on their own time and dime, outside of school, while others had joined
programs that allowed them to further their education in teaching diverse students,
particularly Latinx students. In fact, in my time as a PIR, I mentored and coached several
teachers with that aim. It is important to note that each of these individuals initiated this
relationship, although my work in general had been openly based on such values. Indeed,
three teachers enrolled in my department’s ESL certification program and/or Bilingual
Education endorsement program; two developed as teacher-researchers of Latinx issues
under my mentorship, one of which is currently enrolled in a PhD program. I had
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developed such relationships that made teacher Champions and myself grow; we had
written academic proposals and a publication together, and even presented at a
conference as colleagues. The next perspective we will discuss is The Ally, who is
determined to support TTS, during and outside of school time, in and out of school walls.
Figured world 3: The Ally. The Ally figure has tremendous respect for TTS and
their families; they admire their resilience, esteem their literacies, and support
translingualism even when it is very risky to them. These similitudes with the Champion
for Dual Identity show how figured worlds can span over several perspectives. My first
example is Ms. Picorro, who showed such respect and regard for Latinx immigrant folks.
In the excerpt of our interview below, she shared very strong opinions about people who
marginalized and misjudged them, and attempted to delegitimize their contributions in
the Burling City community:

And then when the Latinx population came in (into Burling City), they started
buying all the business and building themselves up, and I feel like-- I don't know
if it's something that they see that they're lacking within themselves and they are
projecting onto the Latinx population. Because this is something that I wish that I
would have done, and now, you guys are doing it. You just came here, and now,
you're doing it. And I hate you for it. Or if it's because they're just so ignorant that
they weren't raised-- and I don't understand how they weren't raised with such
diversity. Because if you're from Burling City, it's always been a very diverse
population. My aunt and my father, they went to Burling City high school in the
'60s, and their best friends were Japanese and Black, and as the Japanese-- they

119

came in as agriculture workers. And as they left, now, we have the Mexican
population moving in, and a lot of people were against that, and which I was like,
"I don't understand," because back in the '50s and '60s when the Japanese
population was moving in, you guys were all afraid of them back then, because
this was sensationalized to be afraid of them, and then you realized they aren't so
bad after all. Now, you're projecting that, it's always-- I'm going to be frank when
I say this, and this is strictly my opinion, but it's always been an issue with white
people, with people of different cultures and races, and their target changes, but
it's always the exact same thing. This other race or this other culture is dangerous.
They're this, they're that, and it's inherently not the case.
Ms. Picorro went on and tackled the issue of immigrating to the U.S. to achieve the
American dream.

It's so dangerous what they're doing, and they're still risking it all so their families
can have better lives. I mean, you can't knock that. That's something that's
incredible and brave and strong and beautiful, and they've been through so much.
And hearing some of the stories of what they've been through, it really is
something-- it really is a testament to their character. So, these are the people that
you want in your community. People that'll bend over backwards for their
families. That's the whole idea. They love that American dream, and let's let them
build themselves up.
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Ms. Picorro, like other allies, was not afraid to denounce what was wrong with those in
the Burling community who hate TTS and their families for who they are. As an ally, she
questioned judgements and criticisms against them and presented TTS and their families’
behaviors and decisions in the most positive light. Allies are fiercely committed to
highlight what is good about TTS and their families and shoot down any criticism
founded on racism and linguicism. In the case of Ms. Picorro, she also put the promise of
the American Dream as the responsibility of all Americans: “It's about supporting your
neighbors and making their dreams a reality, and that's going to better the community and
make us stronger.” She was so passionate about this topic; I could see how she sounded
aggravated by some of Burling City residents who were opposed to Latinx immigrants
being in the world in the way it made sense to them. She cited the example of a former
state police officer who worked part-time with her in a non-profit organization. Although
he loved all the kids the non-governmental agency served and he recognized how much
they affected his life positively, he still had his prejudices and was offended Latinx youth
and their families “dared to fly the Mexican flag”, for example. Ms. Picorro’s response to
that perspective was: “I'm like, ‘okay, but White people do it too (fly the American flag).
So, you can't say that's offensive to you and then call that inherently bad. You should find
out why they are doing that? I think that those are the intentions and not that the action
anyway.” At this point of the conversation, she reminded me of a colleague and friend in
my PhD program, who shared several times how tough it was for her to keep her
relationship with some White family members for comparable reasons. Mrs. Picorro
expressed this sentiment in similar ways:
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But he's not a bad person. But also, his beliefs are completely different than mine.
So, I do struggle with that because he would bend over backwards for anybody.
He's one of the kindest souls that I've ever met. But also, at the same time, his
values, I don't agree with. So, I do struggle with that. I have friends that will
immediately cut anybody off who differs their opinion, and I'm not that kind of a
person because for me, I feel like we should try to, at least, figure out the
reasoning behind their values. If you show up to Thanksgiving - I had a friend too
who was like, "If you show up to Thanksgiving and any of your family members
don't believe in what you believe in, then you're the part of the problem because
you're showing them love, and they usually don't show you." I'm like, ‘No. Then
you are completely just absorbed in whatever agenda you have going on, and
you're not actually thinking about the human anymore. You're thinking about your
agenda. And that is not cool. You really have to think about humanity. If you're
going to be human, and you're thinking about humanity, you're talking about all
human, not just the people that agree with you.’

My second example, Mr. Trullo who is Latinx himself, highlighted how Latinx
parents tried to give their kids everything they didn't have, and that is why he believed
Latinx students, such as my research participants, ended up enjoying a life economically
and socially better than that of their parents. He said during our interview: “a lot of
immigrant parents grew up with not much, so they came over here, give their kids
everything.” My third example, Ms. Spinella, embodied the Ally discourse throughout
this project; she exemplified sympathy for TTS many times, including when she
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discussed students’ resilient spirit, despite shortcomings of Burling City School’s
practices. She said: “In this area, there is a lot of violence, and that class you’re with
(referring to the class in which my student participants were the previous year), they went
through three teachers last year. I don't take that for granted, I say that to them all the
time.” She went on: “And I said to them, I said, ‘It is an honor for me to be your teacher,
and I'm not here because I have to be here, I'm here because I want to be here. And I
genuinely mean it. This is my dream to be here teaching.”
My last example, sounded the most extreme to me; the one that seemed willing to
put their own livelihood at risk to help TTS and families. This Ally is fiercely committed,
even if it means breaking some of the official or unspoken rules of the school or
denouncing how practices hindered TTS’ success. Several teachers and parents
denounced that students were not officially allowed to write papers in Spanish and when
they did, they incurred a bad grade or were scolded. Students were also penalized by the
sudden changes in leadership and programs, like when students who were previously in
an adjacent school’s bilingual class, were the following year in mainstream classrooms in
the third grade because there were no third-grade bilingual classrooms. So, Ms. Spinella
who was one of those mainstream teachers at the time, as a student teacher, decided to
recognize the students’ translingual expression and committed to accepting their Spanish
writing and other translinguistic practices as acceptable forms of academic work. She
also clarified the harsh requirements put forth by the school:

I think as they get older, it becomes more and more frowned upon. In the younger
grades, when it's ok, one, and two, it's like, “Okay. You're still figuring it out."
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But once you hit fourth and fifth grade, it's like you're expected to know English
now. Whether you were in a bilingual class or ESL or not, you're expected to
converse in English and write in English.

She then proceeded to explain that this was not a reflection of all Americans, White
Americans, and definitely not The Ally:

I feel like in the news, it's just always shout out there that we're all against each
other, that white people hate immigrants. And I want them to know that I value
their culture, that I'm not against them. Because you'll see the signs on the news,
"This is America, speak English." And it's like I want them to know that I accept
them for who they are and all of their life experiences, and so I will go the extra
mile to try to make sure they feel accepted for who they are and not feel I want
them to change anything about themselves.
Finally, students themselves shared Ally discourses when speaking of their peers,
in support of them. I have witnessed the students defend each other in class, in the
cafeteria, in my PDS office, and in other spaces of the school where their marginalizing
was apparent. They have , unapologetically stood up for their peers, specifically those
part of the research group. This togetherness and “one for all, all for one” attitude had
many times come to clash with defensive reactions from adults in the school community.
Mrs. Mansfield, for example, had referred to the student participants as the “gang” and as
“your group,” in a derogatory manner. She saw these children as the representation of
audacious immigrants who dared speak up and stand up for themselves. During her
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interview, Mrs. Mansfield brought up this issue. She said she thought students had
targeted her and she was their least favorite teacher, and she felt that being participants in
this study contributed to that. That could have been true, maybe the students felt
empowered and safe in this group, and that the critical materials we were using to spark
critical discussions were a factor. But was that a bad thing? During this interview though,
she was apologetic and regretful:

My mind has changed, and that is not it. There are other variables. I guess because
of-- I've never encountered a group like this. And whereas you always have a
child or two or three or-- one year I had five. But they were just acting
independent. This is one year where it almost seemed like there was a gang, and
the only reason was because of who was involved with it…. So now, in hindsight,
part of it was I probably gave the kids a reason because I took things so personal
because I was going through depression with my sister, but there's other
factors…I think I was searching. And yeah. Even looking at it, I'm like, "That's a
really ridiculous-- because they're in a program (referring to the research project),
they think they're better. So even now, I'm looking at it from my viewpoint. How
idiotic.

Mrs. Mansfield’s apologetic and reflective tone spoke to how fluid figures are; they are
not stagnant and can change with two important variables. First, figures change with
time, like when Mrs. Mansfield first felt that the students were “ganging up” against her
at the beginning of data collection and by the end of the school year when she realized
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their stance and newly found empowered selves were real and permanent things that were
not changing over time. Second, figures can change depending upon the space in which
they evolve. An example is when Mrs. Mansfield was talking to me, in my office, versus
how student participants reported she acted with them in her own classroom, where
power dynamics shifted.
Exclusionary discourses and figured worlds. Two exclusionary figures were
identified, each with a particular set of features.
Figured world 4: The Victim. The Victim blames the victimized and marginalized
for structural and individual instances of oppression. She is also defensive and will, at all
cost, use discourse meant to make herself look good in any situation, while throwing
TTS, their families, their culture, and their languages under the bus. Her narrative always
echoes in my mind as: “it’s their fault,” “they are lazy,” “I did everything, but no one can
help them.” The Victim also often uses the “us,” and “them” pronouns, as her discourses
aim at separating mainstream culture from every other culture and way of thinking or
doing things. Let’s name two of her most predominant features: She is the biggest
advocate for monolingual policies and practices within the school walls and the absolute
most hypocritical perspective I have defined in this project. First, within the school walls,
Victims sounded like they do not mind TTS, but they were in fact annoyed by them and
used discourses of blame to show their discontent. For example, here is what Mrs.
Mansfield said in reference to the use of class Dojo in all fifth-grade classrooms to help
communicate with TTS’ family members:
Oh, I love it. It's our first year using it, and now I can get in touch with the
parents because they didn't want to pick up the phone. And now, sometimes, they
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don't want to pick up the Dojo either (laughter], but it's just another tool that we
have, really, to communicate. So, this is our first year using Dojo, the fifth-grade
class. And yeah. It's been a benefit for us.

As I listened, I clearly heard her frustration with students’ parents, however, she did not
clearly make that point. Furthermore, her body language and tone of voice did not
necessarily show her frustration, either. Also, she evidently blamed parents for not
“picking up their phone,” although, in other conversations, she mentioned how busy they
were and how hard they worked. Mrs. Mansfield followed this obvious contradiction
with placing teachers, thus herself, in the position of victims. Although part of her
statement about teachers being in a less powerful position sometimes may be true, she
used this narrative to emphasize her blame of parents:
Overall, I don't think the teachers have very much power, just talking as an
overall…I think there is a lack of respect. I think they view us not as part of the
community but almost as an enemy, and I think that mostly because talking with
some of the parents-- yesterday, I had a child who came in, and he didn't have
his school uniform on. He has a T-shirt on. Okay. And then he was acting just
really-- so I called his mother while he was there. And okay. So apparently, she
was shocked to hear he didn't have his uniform on. So, it was obvious when I
was saying to her how disrespectful he is-- he's getting up. And I said, "He's just
really acting-- can you talk to him?" And she says, "I'll talk to him now." But
basically, I think the conversation was, "Go in the school bag, get your T-shirt,
and put it on," and that's it. For some reason, I really think we're teachers
because we want the best for your child.” And really, all I want is to educate. I
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don't have to-- this isn't like the only job or whatever. But I don't think there's
much respect, unfortunately. I really don't. So as far as power-- and the parents
have it. If I was to say no about something, they would complain to
administration. So, we're really on the bottom - I would say - as far as that. And
then it comes through in the children, of course. If the parents aren't respecting
the teachers, then naturally, the children aren't respecting either.

The next figure is The Racist who is oblivious and insensitive, and cruel at times.
Figured world 5: The Blatantly Racist. The Blatantly Racist figure has a tough
demeanor, an arrogant vibe, and a “I’m better than you” flair to them. Their disposition is
negative when surrounded by non-mainstream people and things, and they have some
sort of discomfort to them, which they try and hide behind inappropriate comments and
often straight up prejudiced opinions. Another characteristic of The Racist is their
inadequate sense of entitlement and ignorance, although on the outside, they may appear
powerful and intelligent. Many narratives in this work helped me define The Racist.
Through participants’ discourses, I was able to have a clear picture of what this
perspective does and says, and how they act in the school community and in relation to
TTS. The discourses below help us understand more.
The Racist makes negative assumptions:

And before I even tell them about my kids, they've already assumed that the black
kids are the behavior problems and that my Hispanic kids are perfect angels. But
so are my black kids. They're all kids. We put these labels on them based off of
the country they originate from, the language they speak, and the color of their
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skin, but they're kids. Just a lot of judgment from people not understanding other
people's viewpoints.
(Ms. Spinella, 4/16/19)

The Racist hides their face and inadvertently outs themselves:

Well, I mean, it's interesting because you talk to some people and you're like,
"Okay, you're an educator. You're in education," and so you would think that
everyone would have, "Oh, yeah, I appreciate everybody for who they are." But
there's always an undertone of somebody saying something that you're like,
"Wow, I didn't know you had that in you." And we all have something going on in
our head. But some people, it comes out, and you're like, "Ooh." I think with the
current presidential administration, people are feeling more inclined to...What was
swept under the blanket is now out.
(Ms. Santora, 5/22/19)
The Racist uses demeaning discourses to describe TTS and their families:
Oh yeah. Absolutely. Especially in Burling City, you experience it a lot,
especially in the downtown. I've experienced it with my family because they're
from the outskirts of the City, and it's a mainly white area. So, if you don't have
experience with those cultures, you don't understand it. And then for them, it's
inherently bad because they don't know about it. So, they just listen to what they
hear about it. But especially with the downtown for me, right now, I'm working
on switching that perception of the downtown. Because I just recently did a poll
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of the downtown. I just asked our stakeholders, "Hey, what do you think of the
downtown? What do you think needs improvement?" And a lot of people were
positive about it, but there were quite a few older white people that specifically
said-- I said, "Give me three adjectives that describe the downtown." A lot there
were like, "It's Mexican. It's dirty." And I'm like, "Well, that's exactly what I want
to hear, so I know how to shift your perception of it." But also, that is a lot of the
consensus here because a lot of the older white folks were here when we had a
bust in the industrial economy and then all of that happening, and then when the
industry left, they waited for the cavalry to come back. And it didn't come back,
so the economy bottomed out here in Burling City.

The figured worlds portrayed above, and their matching discourses paint a picture
of the types of sentiments TTS are exposed to in their school community. Whether
inclusive or exclusionary, these figures displayed in discourses exist in Discourses or
identity kits that carry different types of ideologies into TTS’ daily lives, consequently
having a powerful influence in their identity formation and daily experiences in the
school community.
Identity Kits or Ideological Kits? Discourses that Carry Beliefs
Ideological Discourses enacted in the Burling City School community fell into
several categories. The theoretical tools from Gee’s (2014b) framework for discourse
analysis (DA) came very handy in discovering how the intersection of situated meaning,
figured worlds, and Discourses contribute to the emergence and enactment of identity or
ideological kits as well as their impact on TTS identity development. Table 9 below
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highlights characteristics of primary, secondary, legitimizing, delegitimizing, selfconstructed, and imposed Discourses. It shows the percentage of participants who
verbally, through language-in-use, disclosed each type of Discourse at least once during
the project. In instances where more than half of the participant group enacted a
particular Discourse, I displayed the exact percentage. Whenever no participant in a
group verbally disclosed a type of Discourse, I left the cell blank.

Table 9
Instances Where More Than 50% of Participants Verbally Disclosed a Type of Discourse
Types of
Discourses
Primary
(Gee, 1990)

Characteristics of
Discourses
•
•
•

Secondary
(Gee, 1990)

•

•

•

Students

Initial Discourses
connected to early
socialization in life
Provide enduring
sense of self
Teach a culturally
distinctive way of
being an “everyday
person” as a
member of our
family and
community

100%

Obtained within a
more “public
sphere” than our
initial socializing
group
Acquired within
institutions that are
part and parcel of
wider communities
Include ways with
words, things, and
deeds in places
such as religious
groups, community
organizations,
schools, businesses,
or governments

100%
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Participants
Teachers
Family
Members
75%
100%

75%

Community
Members
71%

42%

Table 9 (Continued)
Types of
Discourses
Legitimizing

Delegitimizing

SelfConstructed

Imposed

Characteristics of
Discourses
•
Recognize TTS
literacies, culture,
and needs as
legitimate
•
Value, welcome,
and encourage the
use of their
literacies and
cultures
•
Discredit and ignore
the value of TTS
literacies, cultures,
and needs
•
Work to silence
their worth and
enactment
•
Connected to
participant’s views
of the world and
ways of being in it
•
Participants
consciously identify
with this Discourse,
under no duress or
oppression
•
Inflicted upon
participant by
society or
community
•
Enforced by
raciolinguistic
philosophies in the
school community

Participants
100%

75%

100%

100%

100%

100%

100%

100%

100%

100%

71%

Primary versus secondary Discourses. Primary Discourses (Gee, 1990)
constitute our initial Discourse(s) developed through our early socialization in life,
through close family and community. They help us create the self to which we primarily
identify and teach us our original beliefs about how to be in the world. This teaching and
socialization heavily include ways in which to judge what is good or bad culturally, but
also what is correct and incorrect linguistically and socially. As primary Discourses
encounter others in the wider community, they form loyalties and alliances, thus
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changing, adapting, meshing, evolving into less pure and more complex Discourses, that
grow farther and farther from primary Discourses. The principal point to be made is that
Discourses are fluid and can, not always though, completely metamorphose or develop
slightly different than their primary state, when they come in contact with other
Discourses. In this project, TTS were faced with primary and secondary Discourses
enacted by peers, teachers, family members, and other members of their school
community. They also dealt with their own individual Discourses as they themselves
evolved as active participants in their community. My analyses revealed three exceptional
examples (Table 10) of how primary Discourses transformed into secondary ones. I
found these examples worth noting because they have a particularity in common; for
each, a professional life with and around Latinx people was the drastic vehicle that
converted these participants’ primary Discourses into ferociously anti-raciolinguistic
secondary Discourses.
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Table 10
From Primary to Secondary Discourses

From community member to advocate. Ms. Picorro explained how she was
brought up in an environment that, although diverse, contained many racist elements.
People in her town blamed bad life circumstances such as lack of jobs or crime on
immigrants, for example. However, her proximity to the Latinx community, first through
her daughter whose father is Puerto Rican and through her various volunteering and
professional experiences, has awaken in her what she described as “the spirit of an
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activist.” However, Mrs. Picorro mentioned how the word activist has become so
radicalized in our sociopolitical environment that she has decided to shy away from it; as
a matter of fact, she even called her friends who call themselves “activists” very
“radical;” she depicted them as White people who “want to be that voice, and they want
to shout loud for people, but that's not necessarily our place in it. It's not our place to be
somebody else's voice because we haven't had their same experiences. And to shout for
them, I think it's just ignorant, and it's just kind of defeating the purpose.” She viewed her
role as an ally for people of color to be more like that of a Discourse of “advocacy”, as
she labeled, it:
I advocate for the downtown (Burling City) businesses, making sure people
realize what we have downtown because they're just saying, "Oh, they're just
Mexican shops." But you don't realize what's inside their sides. Walk inside of
them and meet the people there, because they're beautiful people. They have a lot
to offer. Their businesses are fantastic, and the kids in the community are just
absolutely amazing. They're top of the class, so caring, and just listening to their
stories and making sure that they feel heard and also making sure that I can
leverage any resources that I may have at my fingertips so they can help
themselves. It's not about me helping them. It's about me giving them whatever
they need to help themselves.

From (almost) government emissary to activist. Ms. Jared changed her initial
professional goals and aspirations to work in the Peace Corps abroad to become an
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activist for Latinx communities in the U.S. Her earlier activist tendencies confirmed
themselves after some time in Honduras as a study abroad experience while in college.
She started looking deeper than government-declared aid objectives and started
developing a more critical lens when it came to work opportunities like Peace Corps
missions and non-governmental organizations foreign operations.
While I was there, Honduras was not a major sending country to the US, but
there was a ton of internal migration, from the rural communities that I was
working into the cities. In (town where she worked), they built like three or four
maquilas (factories) and young women started coming from the rural
communities to work in these factories…for whatever reason, these stupid
maquilas had these rules that you had to have your high school diploma, even
though the work did not require that level of education. Because copy machines
weren't everywhere, they would come to our office. The girls would come, and
you'd turn a blind eye, but they'd be pasting their photo and whiting out and
typing in their name on somebody else's high school diploma and then making a
copy of it to turn in with their job applications. During the time that I was there,
we saw how these rural communities we were working in were starting to
become older women, older men, and all the young folks were sort of leaving.
Some of the work that the organization was doing was like, "How can there be
community development projects that keep young people in the communities?"
So, I looked at The Farmers’ Project (TFP) for work.
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Recognizing that even when Western governments and organizations set out to create
what seemed to be opportunities for countries such as Honduras, the opportunities were
not always accessible and might have in the end only majorly benefitted the investors,
Ms. Jared came back to the U.S. to work for TFP, as she figured this was one place where
she could make a true difference in the lives of Latinx who made it out of their countries
in search of a more opportunities. Her secondary Discourse of activist is very different
from her primary Discourse, which was that of a Philadelphian girl who grew up with a
parent who often spew out racist comments and who looked forward to work for agencies
whose objectives were based on saving and “fixing” others. She did not have that white
supremacist perspective. She looked at immigration, for example, as a global issue in
which host countries also have a responsibility; during our conversation, she said “Now,
at TFP, I have more of a context to understand where folks (immigrants) are coming
from, and then how are they ending up in the US, and how are we (Americans)
responsible for that.”
From Mexican American coordinator to Indigenous reformer. Ms. Karma
shared how her interactions with TFP’s Latinx clients helped her metamorphose both
personally and professionally. From calling herself a Los-Angeles born Mexican
American from Oaxacan origins, she started identifying as an Indigenous Mexican
woman. This personal change influenced her professional work as well, making her a
Discourse that moved from simply working for a group of Latinx farmers to a group of
indigenous brothers and sisters. This secondary Discourse that emerged out of her years
of interactions with her work environment, including her clients and her local and
international activist coworkers, was more invested in social justice and the humane
137

treatment of her people, than even her primary Discourse which was already a strong
advocate for Latinx people. When describing her involvement in the Driver’s License
(DL) for ALL program and other routine activities such as protests and marches, I could
feel her passion, hear her militant voice, and see how she was not just doing her work,
she was the work. She considered herself a Discourse that had to exist and be the one to
share the discourses of rebellion and resistance on behalf of her own indigenous
community. Figure 13 below is part of an email sent to me as an invitation to petition for
the DL for ALL program; the subject line (cropped here) read: We need your support for
Driver’s Licenses for the Immigrant Community of New Jersey! Ms. Karma’s
involvement in programs such as the DL for ALL is evidence of her clear switch from a
more passive local advocate to a full-blown activist who aims at changing immigration
policies for Latinx groups, at a national level.

Figure 13. TFP Email Invitation to Petition for the DL for All Program

138

Besides primary and secondary Discourses, this community enacted legitimizing and
delegitimizing Discourses.
Legitimizing Discourses for the construction of identities and relationships.
Several items define legitimizing Discourses:
Activism and rebellion: The special ingredients for legitimization. Findings
exposed a common trait in the legitimizing Discourses unveiled in this work: they all
were activists who worked to rebel against discourses that put down or deny rights to
someone or something; whether it was for themselves or it was about someone else’s
fight. I also found they all had experienced negative discourses proclaimed by an
oppressive Discourse close to them, whether it was a person or a an entity. Ms. Jared, for
instance, mentioned her father. She shared he was a bit of a hothead, who “was always
right and also kind of a racist. He was one of those guys who had lots of opinions about
Latinos and Black people. Although if he worked with you and he liked you, he was like
‘Not you (laughter)!’ I was always like ‘Don't you get it, dad? That's the point!
Everybody should be judged on their own merit.’" Besides her dad, she mentioned she
was gay, and our conversations pointed to her belief that everyone’s rights to be as they
are had to be honored. For Mr. Martínez, from TFP, it was about the fight against the
oppression inflicted on immigrants. He viewed his farmer clients as “compañeros en la
lucha” (partners in the fight).
Legitimizing Discourses represented by my community members participants,
utilized similar terms in my interactions with them, which point to their activist nature.
Here is a tabulation of the most common below in Figure 14:

139

Figure 14. Common Terms Used by Legitimizing Discourses

Legitimizing Discourses walk the talk. Not only did legitimizing Discourses use
a similar terminology, but they also did similar things to put into action their ideological
support of TTS and their community. First, a majority of legitimizing Discourses were
ready to break the rules of their professional contexts to carry out activist deeds. For
example, a community member used his professional power to carry out what I assessed
as being as underground activism, after data interpretation. In order to include
undocumented Latinx participants in a government-funded research project, he and his
team used loopholes to dodge exclusionary policies by not requesting the necessary
paperwork that would may lead to request immigration status information. Like he said,
"We can't do W-9s. I don't want to do W-9s." So, instead, they paid the participants with
cash. In other instances, these Discourses would transfer their activism to personal parts
of their lives, while still being discreet to avoid the eyes of mainstream folks, in order to
shut down criticism and negative consequences.
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Second, legitimizing Discourses educate. Their actions always seemed to mentor,
teach, and support someone else’s intellectual growth. Creating mentorship programs in
and out of Burling School came up several times, teaching in concrete and real ways
about things some do not want to discuss, field trips about the racist history of the area
while emphasizing the importance of immigrants and other minoritized folks in the
economic and historical identity of the city, all came about in conversations and
observations of legitimizing Discourses. In her interactions with Latinx children, Ms.
Picorro made sure they understood their importance for the city; if the school system or
the community did not recognize their worth, she wanted to be certain Latinx children
themselves get how valuable they were. In her most passionate voice, she shared: “We
have 52% Hispanics, embrace it…These kids are the valedictorians of their class and top
every single thing they do. These incredible students that I mentor, their families sacrifice
so much for their children to come here, those are going to be the people that are running
our town in the next 10 to 15 years. Instead of putting them down, you really need to find
a way to shift your perspective, so they feel grounded here and want to really use their
talents for good in the city.”
Third, there was also the action-type of education, which is geared towards
changing policies and laws that oppress. In these instances, these Discourses told
immigrants what they rights were and how to protect them. In the incredible work the
TFP people do, they go a step further and actually involve individuals in the action taken
to resist. Here are examples of some of their work:
•

they invite immigrant families to share their stories with congress through written
and spoken testimonies and marches, in order to influence policymaking. See
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Figure 3 below, for the Day Without Immigrants poster, inviting immigrants not
to go to work, and rather attend a march for the Driver’s Licenses for All initiative
(Figure 15)

Figure 15. A Day Without Immigrants Poster

•

they organize immigrant-led press conferences, so immigrant stories and opinions
are heard from immigrant people directly

•

they operate a sophisticated social media and communication network to pass on
information rapidly and effectively (for example Facebook page and mass-texting
system)

•

they write and publish information about their work (in pamphlets, handbooks,
and magazines) while always featuring immigrant voices

•

they have created a radio station led by immigrant activist with critical
programming about current events about immigration and the lives of immigrants.
The mission of the TFP’s Radio is: Provide a service of information,
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entertainment, and education so that the Latinx community can be united and
fight together for their rights as human beings and achieve justice for a full life
(Figure 16).

Figure 16. Radio TFP Mission

•

they created a Justicia Alimentaria (food justice) program that includes a
community garden where immigrants plant traditional medicinal plants and enjoy
a level of autonomy and self-sufficiency (Figures 17 and 18)
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Figure 17. Invitation to Community

Figure 18. Invitation to Community

Garden (Spanish)

Garden (English)

Also, these Discourses took their commitment to the Latinx community outside of
their job place and into their personal lives. Advocating was something they did because
they chose to and because they believed it was a part of who they were. One community
member who is gay communicated with LGBTQ Latinx youth with his partner, in online
forums. He had formed friendships, mentored young Latinx gay men, and had even met
some in person at private parties. He and I discussed how being LGBTQ was yet another
layer of someone’s identity, on top of culture and language. He said: “so many of them
have difficulty with the English language, and I'm on there (in online forums) mostly for
friendship and just to get to know people. And so, what I'll do is I'll use Google Translate
so that I can text in Spanish.”
Then, there is the commonality that legitimizing Discourses accepted their roles
of ally whether they chose it, or it chose them. Let me explain, although all the
legitimizing Discourses I met wanted to be an ally to TTS and their families, part of how
they accomplished this role was handed to them by either their professional position in
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the community or by the TTS themselves. For instance, several teachers mentioned how
the student participants felt more confident and outspoken while they were participating
in the project. Indeed, Mrs. Leonard believed this was due to the fact that they chose me,
and other “safe” adults around the school as people they could vent to and confide in.
Mrs. Santora confirmed that these same students were originally afraid to be vocal
because of their heritage and the status inflicted onto them within the community, but that
during the project, they were no longer. She said: “But the hard part with the kids that I
had when I got them in 4th grade-- Yeah, they didn't do anything. They were scared to
learn,” now, she thinks the change in them had everything to do with them joining this
research study. So, although I felt strongly about being an ally to TTS going into this
research, I didn’t necessarily know this specific side effect would happen. Another
example is Pastor Williams who dealt with the high rate of alcoholism in families like the
TTS’ in his work, most of whom were from Mexican origins. He explained:

They've [TTS] seen a lot of bad things come from drinking, it is tied into
machoism…So the one who is drinking might come by himself or he might come
with his family, and he'll make a juramento or a promise, when they do make a
vow or a promise before a representative of God, they'll take it more
seriously…then we'll give them information about AA. Unfortunately, alcoholism
is a problem. Drugs can be a problem, obviously… Not only for youths, but for
crime, the crime that it brings about.
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The juramento or promise below (Figure 19) reads: I _____ promise with the help of
God, to stop drinking during _____ and I swear before Jesus Christ and the Pastor. I ask
God to give me strength to keep this promise.

Figure 19. Juramento or Promise Mediated
by Pastor Williams

Legitimizing Discourses proved to be not only about taking action, but also about
identity and relationship formation.
Identity-forming Discourses. With the respectful and loving ways in which they
viewed TTS identities; legitimizing Discourses worked to embrace whatever complexity
came with their identities. One example that came up over and over again, was that of
teachers who used bilingual literacies and were inclusive pedagogues who encourage
TTS to be proud of their bi-/multilingualism. Student participants voiced multiple times
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that when they were in a class where they were permitted to speak Spanish or any other
language, along with English, they were happier and felt safer to be and continue to be
who they truly are. Let’s witness this sentiment in a conversation that took place between
the students and me:
Javier:

In fourth grade, last year, we would just speak Spanish whenever
we want. But we are at a disadvantage now.

Me:

Disadvantage, how?

Javier:

Because Ms. Mansfield is so like (hesitant)…

Natalia:

Mean, yeah, she’s means.

Magdalena:

Yep! She mean to us.

Julio:

(jumping in) And grumpy.

Andrés:

(cautiously) hummm…and she looks like the Grinch!” (all
students laugh out loud together and smile at me).

I noticed a sigh of relief from the students, like some tension was lifted. Each of
the kids in the room felt the same way about Ms. Mansfield and they got the same types
of racist and judgmental vibes from her, but it was the first time they all confirmed it, out
loud, while in the same room. It was a powerful moment, I also felt it this was like one of
those groundbreaking and liberating moments for them. I felt so happy and so very proud
I was there to witness this and that I had a tiny little part in mediating this event. This was
truly incredible to all of us. As the conversation continued, more things came out about
several adults in the school community, as though a beast of complaint and venting was
unleashed in the room. Kids started chatting about all kinds of things they always felt
were wrong. In that moment, I also realized how much they suddenly trusted me and this
group. We had started something that felt to me like a movement. Yep, a movement! As
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an English as a Second Language (ESL) teacher, I had been in many situations like this
when students vented about things in their lives, but there was something special about
this particular group. They did not only vent, but they also reflected on the why of things
and I knew that our learning together and the materials we had been reviewing together
had everything to do with their sincerity, but also fairness in this process. They vented,
they reflected, they checked in with each other, and then they honored and complimented
those other Discourses who supported them and accepted them for who they were. They
defined Ms. Spinella as inclusive and patient with them, and as Yaël said, someone in
whose class work “was fun and you could do it;” as he proudly shows in Figure 20.

Figure 20. Yaël’s Differentiated Work in Ms. Spinella's Class

Students gave all kinds of praises to Mrs. Leonard: “She speaks nicely”, “she wants us to
be good” - encouraging and wants their success, she was comfortable around them and
their literacies and made learning fun. Other things they said: “Ms. Leonard likes us to
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speak Spanish”, “she wants us to teach her” (which I witnessed), “she is the only one who
does that…in her class, every time she answers the phone, she says ‘!Hola! Como está?’
(all students laugh)”. Joalene: “Her and Ms. Spinella are nice, they’re funny. You know,
we come to school because of the teachers…well, some of the teachers, and because I get
to talk to my friends a lot…sometimes, instead of doing work, we just talk and talk about
life.” Dina: “I feel like Ms. Leonard is the nicest person ever because she makes us like
learning…when we come in, some people are angry, and then when she starts talking,
everybody is like emotional and happy. She is comfortable around us and we are
comfortable around her.” Then the conversation went back to Ms. Mansfield: “Like Ms.
Mansfield, she is one of those people that don’t really encourage you to keep speaking
Spanish or to speak any other language. She just wants you to stay quiet and that’s it.”
Other legitimizing Discourses aimed at creating bonds and relationships.
Relationship-based Discourses. Legitimizing Discourses also aspire to strengthen
their relationships with TTS and their families born through their professional and
personal lives and form even stronger and longer-lasting relationships that can serve
immigrant families as outlets for reliable emotional, financial, and social support. For
example, religious literacies which were central to the work of Mr. Trullo and Pastor
Weber, were utilized by these two individuals to create deeper connections with the
immigrant community, while tending to their need for emotional support and connection
to their country of origin. So, a chat about a religious-based tattoo or conversation about
the Bible, could easily be the beginning of a much richer and profounder relationship that
lasts a long time.
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These types of relationships were brought up by students, teachers, community
members, and parents, alike. They had always been described to me as intensely
cherished and hugely beneficial for the immigrant party in the relationship, because they
created a source of inspiration and a channel through which a healthy integration to
American society could be achieved. Pastor Williams stated the point in this quote: “ I
don't think about myself as white man…yeah, I don't have the same skin color, I speak
(Spanish) with an accent, but they see that I'm their pastor anyway…a number of people
come to me for counseling, and the sacraments, or just to talk. And that's across all
cultures, by the way, not just the Latinos. They could be Anglo, could be Blacks, could
be foreign-born, could be native-born.” He went on to speak about the relationship he has
with immigrant families, on a simply human level, which they achieved first because of
their Catholic connection:
There is the connection with home and the faith that we share. That's the one
beautiful thing about Catholicism is it's in almost every country in the world. I've
been to mass in Japan, in Brazil, in Israel, in the Philippines, and it's the same
mass. So, people can connect to that. But I think another thing is important
particularly regarding the stronger anti-immigration sentiments that are out there.
They feel it's a safe place. I think once they come to know who you are they
might be more relaxed then. So, I think the initial impression of finding out who
you are will influence how they act.
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Opposed to the legitimizing Discourses named above, are harsh delegitimizing
Discourses founded in the identity concepts of sameness, difference, markedness, and
also in fear and anxiety.
Delegitimizing Discourses. Some of these Discourses are founded in the
concepts of sameness and difference. Considering the connection between language and
identity, Bucholtz and Hall (2004) argued that sameness is what makes individuals
imagine their belonging to a certain group in society, whereas difference is what signals
the perception of those who see themselves as dissimilar, even within the same group. In
this study, a majority of Latinx students who interacted with the research team students
used sameness as their point of entry in conversations about language and identity but
ended up using difference to make arguments about why they are better and smarter than
participants because of their language skills. Faced with this dilemma, Magdalena, for
example, decided to focus on the sameness she shares with her Latinx classmate and
purposefully ignored the dynamics of superiority that obviously taints their relationship.
While discussing this, her tone was humble, and she seemed to accept the
condescendence with which her friend seemed to treat her. Here is below an excerpt of
her remarks about the picture she took of her friend, while she and I debriefed about her
pictures during our photo-elicited interview: “She helps me with a lot of stuff…she’s
smart too, so whenever I don’t know something, she’ll help me. She’s good at stuff, she
knows about stuff, she understands stuff…she doesn’t care, she helps me…at least she is
nice to me.” This example demonstrates how difference can be utilized to declare TTS
inferior to those who have more advanced English language skills, according to
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monolingual school standards. By using language skills as a measure of superiority,
Discourses such as Magdalena’s friend delegitimize TTS’ linguistic identity.
Monolingual children seemed to focus more on making blunt racist verbal attacks,
based on difference. While watching the Immersion video, research team kids mention the
issue of “recién llegados” (recently arrived immigrants) versus those who have been in
the U.S. and speak English already. Magdalena said, in reference to a mainstream student
making fun of Moises, the main character in the video: “That’s rude. You might not
speak Spanish either, so (shrugging).” Andrés said: “If that kid that threw the paper at
him was Spanish too, he would understand.” Note how Andrés used the term “Spanish”
to describe his ethnicity, buying into the terminology widely used by adults around the
students, that all Spanish-speaking students should be characterized by one term, which
actually points out to the wrong country and even language.
Participants’ parents were also a group that used delegitimizing narratives, using
difference to make the point that because Latinx immigrants lacked proper or expected
language, culture, and social capital, their children must buy into a colonizing rhetoric of
becoming as close to mainstream Americans as possible.
Other delegitimizing Discourses bring up issues of social categorization, such as
markedness. Markedness assigns a specific social categorization to an individual or group
and is based on similarities and differences between people in social contexts (Bucholtz
and Hall, 2004). In this study, it was enacted by teachers who adhered to school policies
that marginalize, racist practices in the classroom, and racist ideologies visible in the
pedagogy used. It is also noticeable in children’s behaviors. One day Yaël was absent, the
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rest of the participant group decided to discuss how he was marked by kids in their
classroom. He was marked as being different or “less than”, because he had an accent.
However, despite his accent, Yaël was extremely bright and very intelligent! His friends
commented on this situation, highlighting the foolishness of marking someone as not
smart, only because of raciolinguistic characteristics. Julio said: “They always say to him
‘Why are you speaking Spanish?’ Why do you speak so fast?’ They say that because of
he’s Puerto Rican.” Javier added: “Yes, ‘cause of his accent and he doesn’t say the words
right. He says chicken, shicken.” Julio added: “When he says Chucky, it’s Shucky.”
Adults who used anti-immigrant rhetoric in their professional roles used
markedness to categorize participants as just not been able to do the work expected. This
is the case of teachers who utilized non-inclusive pedagogy and a community member
who used unjust and racist housing practices. Mrs. Santora defended students against
non-inclusive teachers who believe in a pedagogy based on the idea of: “if these students
can’t do it, oh well, too bad!” Here are her thoughts about this attitude:
Right. I was saying to the kids today-- because one of the teachers was kind of
upset. She's like, "Well, they're dependent on you." I'm like, "Well, no. Your job
is to teach everybody here. My job is to get you up the steps, so you're there."
And so, my goal is to not only teach you the content but teach you ways to get to
the content. So, it's four or five things that I'm teaching than just, "Go learn." So,
if she says, "Do a graph. Draw a picture." I had to write that down. North, South,
East, West, upstairs, downstairs, squares and blocks. It's way more…. I do see the
individuals in this group (student participants) act differently for different people,
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myself included. Yeah. They'll be quiet in some groups with some teachers, and
in others they'll offer suggestions.
Her last sentence points to students’ reaction to different adults who treat them
differently. Mrs. Leonard also took a jab at the same type of teachers, taking about how
racist it is to teach in such boldly non-inclusive ways, how unwilling to help the kids they
are, and how they become so upset students become confident when feeling and acting
empowered by certain inclusive adults.
School itself also constituted a delegitimizing entity that uses markedness. For
example, students expressed how testing procedures and rules mark them as the group
that’s going to fail anyway, therefore, testing for their group was treated as an event that
had to take place no matter what, but one in which students should already know they
won’t make it. Thus, the nonchalant attitude of teachers when it came to preparing
students academically and emotionally for this ardently grueling experience.
Furthermore, student participants shared about the scarcity of spaces in the school in
which students’ emotional well-being were being catered and where they felt safe to
discuss issues of raciolinguistic nature. The question “who we gonna tell?,” which came
back as an answer several times when I asked students who other than me they had
shared a certain problem with, testifies to the lack of school structures where TTS can
voice their concerns comfortably and safely.
Besides the delegitimizing Discourses TTS faced within the school walls, they and their
families encountered raciolinguistic assaults born from what they believe is the majority
of society’s current response to immigrants.
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Furthermore, delegitimizing Discourses brought up the elephant in the room: fear,
and anxiety. The abundance of news about immigration and immigrants influenced the
life of the student participants and their families greatly, as it did other participants as
well. The data showed that this impact was unanimously negative, placing students at the
center of narratives that painted an ugly picture of who they were and how they and their
families contributed to the U.S. Students expressed their knowledge and understanding of
the complex ways in which propaganda against immigrants worked in the media. I was
very impressed and sometimes surprised at the level of comprehension such young
children brought to our discussions about how they interpreted the effects of the antiimmigrant rhetoric that flooded the media during this project. Most importantly, students
and other participants reflected on how fear and anxiety produced by these discourses
moved young children in immigrant families indirectly, by tremendously and gravely
disturbing their parents and guardians’ day-to-day lives.
Ms. Jared, for example, cited how TFP’s mission evolved over the years from
working strictly with certain immigrant group in certain areas to now encompassing other
industries wherever these immigrants were the reason for this is was the urgent need to
support “those in fear RIGHT NOW,” as she said. She elaborated: “There was a point in
time where it was almost purely social services and a lot of labor organizing, now we find
ourselves doing some direct services work, but we do see community organizing and
labor organizing as the only ways to achieve true and lasting change in the conditions
facing the community and building the community's capacity to advocate for themselves
and to make their voice heard….And so we do the work around worker's rights, around
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immigrant rights.” Fear, whether overtly communicated or secretively coded in
conversations, was a real and recurrent topic in many exchanges and observations.
Fear was a principal component in discussions about the farm industry around
Burling City, whose workers are the family members of the children like the ones who
participated in this research, came for farm work and then eventually settled into the
surrounding communities: “The majority of our folks working in agriculture and many
are folks from Mexico and Central America, 90-some percent of whom are
undocumented. They're the families of the students that you know, probably…they came
to work in agriculture, but then moved into other industries, in restaurants, in packing
facilities and whatnot.” (Ms. Jared, 5/16/19). For these folks, fear came from not knowing
what could come next or how immigration laws could suddenly change their legal status.
Ms. Karma explained that’s why TFP has revised its focus over the years, to cater to the
needs of their constituents. Radio TFP, for instance, offers programming that addresses
immigration legal and financial resources for their audience. Mr. Martínez, who came to
the U.S. in 1980, undocumented, understood this issue well. He was granted legal status
in 1986 and it took him another fifteen years of legal fees and anxiety to finally be able to
bring his family here. Despite his own family’s status though, he still felt that all
immigrants in his community have some level of fear. He defended his decision and that
of others to continue sponsoring families members to come to the U.S. after they obtained
legal status: “Porque hay una necesidad, hay una situación fea allá, que no hay para
salir adelante, entonces la gente sigue pasando la frontera para buscar trabajo.”
(Because there is a need, it’s a very bad situation there (home country), there is no way to
succeed, so then people keep crossing the border to look for work.” He clarified how this
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unhealthy psychological situation of constantly living in fear affects children and adults
in the immigrant community: “Tienen temor, por su sistema migratorio, ¿no? Entonces,
muchas de las veces por eso no hay reclamos, y no quiere decir que es la situación que
enfrentan.” (They are afraid, because of the immigration system, right? So, many times
people don’t complain, and don’t want to say what they are going through.” He
mentioned how some governmental programs, such as the Deferred Action for Childhood
Arrivals (DACA), “have not amounted to much.” He believed that: “ Lo más que se dio,
el Barack Obama vino y dio a los niños un permiso.” (The most that happened was that
Barack Obama came and gave kids a permit). However, he and his colleagues were
hopeful and had continued the fight for immigration reform, with manifestations with the
area dreamers, despite the resistance of legislators.
Mr. Martínez went on about the types of abuse workers endure: “Aquí la gente
enfrenta explotación en el trabajo, les obligan a trabajar demasiadas horas y muchas de
las veces no importa la temperatura, o llueva o mucho calor, no importa. A veces no les
pagan, hay robo de salario. Hay sobrecupo en las viviendas, no tienen las cosas básicas;
a veces tienen infestación de chinches, ratas, cucarachas. Quizá a veces también el agua
no es muy buena.” (Here, people endure work exploitation, they make them work too
many hours, regardless of the temperature, whether it rains or it’s too hot, it doesn’t
matter. Sometimes they don’t pay them, there is salary theft. The housing is
overcrowded, and they don’t have basic things; sometimes, there are infestations of bed
bugs, rats, and cockroaches. Also, sometimes, the water is bad). Some of these living
conditions have come up in conversations with children, and with teachers who observe
their students with bed bug marks on their bodies, for example. In an effort to combat
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these issues, TFP coordinates with governmental agencies, such as clinics and schools,
and also offer references to services available in the community.
The denunciation of the fear and abuse that immigrant families suffered was
accompanied by a revelation about an anxiety that hunted them, due to lack of access to
basic tools every citizen needs to have a fulfilled lifestyle. For example, undocumented
immigrants were not allowed to obtain a driver’s license and thus could not drive. For
those who risked driving anyway, because they must get to work or to doctor’s
appointments or to their kids’ schools, were in danger of being arrested and deported. On
December 18th 2019, New Jersey Lawmakers voted to grant driver’s licenses to
undocumented immigrants; the bill was signed by Governor Murphy. This happened
thanks to the efforts of organizations like TFP, but it is happening after years of anxiety
for this community.
Another source of anxiety was creating a stable source of income and having
health resources. Immigrants in the area of Burling City, particularly undocumented
people, were paid lower wages. Organizations like TFP fought for them to access at least
the minimum wage in the state of New Jersey, and the increase of that minimum wage to
$15 an hour. Although the minimum wage was approved, farmworkers, mainly
undocumented immigrants, were not included in this law. Ms. Karma mentioned that a
barrier in this fight was that, for fear to be targeted by the community, and mainly the
schools where their children were visible and accessible to people in the community who
could be vindictive and view them as ungrateful, do not seem too motivated to join the
fight. They were afraid for their families and would hesitate before taking on their own
employees in such a bold manner. Health was another topic that was primordial because
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of the myriad of health issues children and adults were exposed to, which TFP offered
trainings about as a preventive measure for the community. Issues included pesticides,
lack of insulation in the home during very cold months, and HIV in parts of the
community. Furthermore, access to health services was quasi impossible when
undocumented, and even when documented but poor, access to services was not easy on
the tough schedules of these families.
In addition to legitimizing and delegitimizing Discourses, self-constructed and imposed
TTS Discourses were found in this community; some constructed by the students
themselves and others made up for them in their communities.
Tensions between self-constructed and imposed Discourses. There was a clear
clash between who students believed they were and how they were portrayed. Whether
the portrayal came from a friend or a foe, a teacher or a parent, a community member
who was a legitimizing Discourse or a neighbor who was delegitimizing, self-constructed
Discourses conflicted with imposed ones. In interviews with Julio’s parents, for example,
he was presented as a mild-mannered, low tempered kid, who loved soccer. His parents
used passive language when speaking of the school system as though not to offend
anyone and to seemed grateful and happy to live in the U.S. In my many conversations
and observations of Julio though, he presented himself as a feisty kid, whose pride for his
self-proclaimed Mexican American-Millennial identity, was not passive at all. He offered
explanations about his love for soccer to surpass a mere hobby and possible career path,
but rather part of a well-thought plan about liberating himself and his family from
poverty, which he saw as a vehicle through which racism and linguicism can crush you
easier. He spoke of “getting out of Burling City” and not have to work as hard as his
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parents . He also had a sophisticated understanding of the balance between integrating the
“system” and fighting it hard at the same time; which always made me gasp! One day
during a group interview, as the students were discussing if they should or not speak to
one of their not-so-nice teachers about how she was ill-treating them, he said: “yeah, we
should tell her so that she couldn’t say later that she didn’t know, but maybe we should
ask Mrs. Leonard to be there, that way we have a witness, ‘cause you know she will lie
that we were been rowdy again.” The contradiction in who Julio’s parents believed he
was and who he believed he was himself proved to be problematic over time, as he got
into a lot of trouble at home when teachers started calling home and sharing about his
“activist” activities at school. Parents were disappointed, but I read this situation as them
being upset because Julio wasn’t been who they expected him to be, just like the racist
teachers who were upset student participants in this project were not as passive as they
expected them to be. Even adults lived this dilemma. Ms. Picorro, for example, although
found to be a legitimizing Discourse, struggled with the advocate identity she chose in
her fight against the oppression of TTS. Her legitimizing identity that was very
supportive of the immigrant and Latinx community conflicted with how other allies in the
community expected her to support. In the excerpt below, she offered an example:
I have a couple of friends that are very radical activists. One of them was at Cinco
de Mayo with me, and then the police would come over and talk, and he goes,
"Man, F the police, man." He's like, "They're all killers. They're all murderers."
And I'm like "Okay. Relax." And he was like, "They're only nice to you because
you're white," and I'm like "So I get that for a lot of cops and especially in this
community, but also at the same time, about that particular police officer-- if I've
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not seen them do anything wrong, I can't just assume that he's bad."…. Because if
we're projecting that on police officers, then we can project that on a different
race. It's just the same projection, but it's towards different groups from each side
of the political coin, and that's just not something that I really identify with. I like
to look at people at face value. I look for who they are and what they've brought
to the table as opposed to what they're being labeled as.
The conflict Ms. Picorro reflected on here was not excusive to her. Several legitimizing
Discourses expressed similar sentiments, which I observed to be confusing for students,
as they were then not sure who really was on their side. Magdalena put it this way: “I
don’t know how much they’d ride with us!”
Throughout the data collected in this work, the student research group was found
to respond to oppressive ideological Discourses based in raciolinguistics, by consistently
retorting with similar patterned behaviors, acts, and attitudes. I will discuss these
responses in the next section.
Responding to Oppressive Discourses: Systematic Translinguistic Tools and
Strategies
Students’ reactions to oppressive ideological Discourses became less covert and
increasingly overt over time as the project progressed. As we got to know each other
better as a group, they gradually opened up and expressed acceptance and resistance for
these Discourses, using tools that fell into several translinguistic events and categories.
Figure 21 below details these tools.
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Figure 21. Translinguistic Tools to Respond to Oppressive Discourses in Order of
Appearance

Translinguistic tools to respond to oppressive Discourses. Student participants
utilized various translinguistic tools to react and fight back against domineering
Discourses.
At the beginning of the project. As we negotiated the dynamics of our group,
student participants and I took our time. I personally did not want them to feel rushed to
share anything with me or turn them off to the project. I wanted to empower them and
make them feel that this work was about them and their experiences, and that I was there
to mediate the process and guide them. It didn’t take students time to respond to me with
careful moves that showed me that they were testing the waters first with me and with
each other, before opening up; and that was fine with me and I let them know that. We
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had an almost instant sense that we were a type of a special group though, because we
were going to explore topics important to all of us. However, earlier during data
collection, the students almost unanimously shared about the more subtle ways in which
they react to oppressive Discourses. They questioned exclusionary behaviors; evoked
history, the past, and the present; and dodged the effects of raciolinguistics.
First, student participants used what I came to call immigrant narratives, which I
had heard in the past from other research participants who were from immigrant
backgrounds and from their allies. These narratives were meant as a rebuttal against
typical discourses against immigrant, such as those that attack immigrants’ motives for
being in the U.S. or their morals. Student participants often mentioned how their social
lives might have been better in their family members’ country of origin because, even if
they would not have been economically better off, they would have at least be in a place
that felt more like home, even more than in the U.S. where they were born and still
treated like foreigners. In reference to the reason why Mexican and Central American
immigrants currently wanted to come to the U.S. in masses, Mr. Martínez said:
“Absolutamente, es un problema de vida o muerte para cada uno” (Absolutely, it’s a
question of life or death for each of them). Student participants also shared their versions
of immigrant narratives to counter the assumptions and storylines made up about them in
the form of figured worlds. Dina questioned why some teachers continuously yelled at
Latinx and Black students whose English was not considered “the good one.” Natalia
shared her view on this issue: “They need to learn that everyone does errors (visibly
upset and crying at this point). It really gets you mad. You wish you could do something,
but you don’t (her voice cracking, I can see the desperation and sadness in her face).
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You’re just 11 years old, you’re like just your age and you’re a kid.” Magdalena added,
while hugging Natalia and as Joalene approached to do the same: “We’re still developing
brains, they tell it’s ok to make mistakes but when we do…(making an ugly and mean
face).” Julio questioned the logic behind the idea that their literacies are not validated as
being valuable and maybe even superior: “We actually have more of an advantage than
them because we speak both”…honestly, I don’t know how they want us to go back to
Mexico, to be honest, most of the food here is Mexican.” In a difference instance, while I
was showing the Immersion video, Andrés exclaimed in reference to the main character
who was being bullied and mistreated because of he didn’t speak standardized English:
“why is no one helping?! (yelling in an emotional voice)…it was kind of sad”. He
followed his statement with a comparison with students in the group and in their
classroom, by saying that the lives of the “recién llegados” (new immigrants) is tough in
schools.
Second, students also brought up history, which made clear how narratives’
situated meanings change depending upon the context in which they take place and the
actors involved in their construction Gee’s (2014b). A majority of them brought to our
conversations a clear understanding about aspects of the history of immigration in the
U.S., which as an ex-elementary school teacher, I did not expect them to know. They
gained this knowledge from either ally teachers or from their family members. For
example, Dina vowed by her sister’s signature strategy for responding to raciolinguistic
behaviors, which involved reminded the perpetrator of history: “My sister always says
that when people tell her to go back to Mexico, she says to them that they weren’t here
first as a native American, so she tells them to go back to Europe.” Then she added: “I am
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not going back to Mexico because my family came here so I can study and everything,
and you’re telling me to go back for nothing? And I just came for nothing.” Magdalena
replied: “I just tell them to shut up!”
Third, students reacted to raciolinguistic enactments and expectations of them by
planning how to dodge the effects of oppression. They communicated how they looked at
their futures and drew a picture that did not include all the sufferings their parents and
guardians went through. I was stunned that unanimously, student participants were
convinced that by making certain choices in life now that they are young, they may be
able to escape at least some of the consequences of their oppression in the long-term,
such as lack of economic access and equity. Magdalena, for instance, spoke very
passionately and in length about how she will study hard and become “a nurse that makes
a lot of money, so that I’ll never work in the fields like my dad.” Other students agreed
that making solid educational plans in the only way to grow up happy because you’d
have money, and no one messes with people with money.
As time went on and the group got closer, students expressed their reaction to oppressive
Discourses more vividly and overtly.
As more trust was built within the student group. The trust built within the group
was not only influenced by regular interactions within the group, but also by events that
happened outside of the group. The raciolinguistic issues student participants were
enduring in various settings in the school community mirrored a lot of the things we were
discussing during our group activities and made us bond even more. They would be very
eager to bring back and discuss with the group incidents that happened in class or at a
store out in the community. They seemed to have this awakening and felt that our group
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provided friendship, support, and a place to open up freely, in an environment where
others could relate. Joalene expressed this sentiment in the card below (Figure 22) she
made and surprised me with one day. This is when they shared their most explicit ways to
fight back oppressive Discourses.

Figure 22. Joalene's Card

Using the "trans" literacies toolbox. From this point forward, students were very
open to using their diverse transliteracies to not only tell me how they reacted to the
ideologies around them, but also showed me, even outside of our planned sessions that
involved arts-based activities. They used both Spanish and English as well as written and
oral methods to communicate their thoughts.
First, students would draw or make posters together to make a point or to clarify a
perspective about which I asked follow-up questions. They were comfortable to just pick
up a crayon and paper from my desk and create a visual as a way to “talk” to me or each
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other. One day, I asked students about their highs and lows at the beginning of one of our
focus group discussions and they all immediately started talking about Mrs. Mansfield
again. I knew something else had happened in their class. They, yet again, testified
unanimously that they believed that she was racist. When I asked follow-up questions and
more details, one of the students started drawing her response and they eventually all
asked to draw. They ended up making a poster (Figure 23) about how they felt. I would
always add things they wanted me to add to the poster so to mark notes and
interpretations of their ideas on the poster, and always with their permission. In this case,
we named the poster “How can you visualize what you just shared?” (Figures 24-31)
below show individual pictures drawn on a poster paper; which shows individual feelings
that illustrated their collective opinion. I was happy this was their idea. I said: “I want to
say thank you for sharing this idea, I like that you came up with the idea of making the
poster yourselves.” They were empowered. I was empowered too. Despite this beautiful
moment of emancipation, students were sure to check with me again to make sure the
poster would not be shared with the teacher and that pseudonyms would be used when I
decide to write about this.
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Figure 23. Students' Group Poster

Some students expressed their feelings from the perspective of how they viewed and
judged the teacher.
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Figure 24. Julio's Poster Drawing

Julio’s drawing reads: She brings negitiveate. assume somthings. negitive. angry. racisim
(She brings negativity. Assumes some things. Negative. Angry. Racism).

Figure 25. Yaël's Poster Drawing
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Yaël’s drawing reads: world (unreadable) for best dork skremer (world _ for best dork
screamer). His picture also includes a drawing that represents Mrs. Mansfield.

Figure 26. Javier's Poster Drawing

Javier’s drawing reads: racism, with the character on the center as Mrs. Mansfield (I
covered the arrow that indicated that character was the teacher). Notice that the teacher is
pointing her finger at other characters that represent the students, while other students (at
the top of the picture are watching).
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Figure 27. Dina's Poster Drawing

Dina’s drawing reads: Rude. Angry.
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Figure 28. Natalia’s Poster Drawing

Natalia’s drawing reads: She angry. Other students expressed their feelings from the
perspective of how they felt because of the teacher.

Figure 29. Andrés's Poster Drawing
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Andrés’s drawing reads: Mad.

Figure 30. Joalene's Poster Drawing

Joalene’s drawing reads: Mad. Anger. Grrr. Sad. Not nice.

Figure 31. Magdalena's Poster Drawing
173

Magdalena’s drawing reads: I m mad at her (I’m mad at her).
Second, students used identity definition and self-proclamation as a way to react
to counter oppressive Discourses. For example, the day the kids got the cameras with
which they were going to take photos in preparation of our photo-elicited interviews, and
I was in the middle of explaining how this data collection would work and how they
would use the cameras, when they went on an improvised discussion about the things
they could document and that would constitute part of their identities. I was in awe; the
students were defining their identities right before my eyes; it was clear as crystal who
they believed they were. Food, family, cultural activities, friends, and languages, are
examples that they named that day, and which came up in their pictures.
Third, using other languages was a very popular retort against oppressive
Discourses. Students shared several times how they used Spanish as a way to fight back
against the unacceptance of oppressive behaviors or to express their heritage. Yaël once
said: “We’re speaking to each other sometimes we just speak Spanish.” Joalene’s added:
“Especially in Ms. Mansfield’s room. Because she doesn’t know how to speak.” When I
asked the group, what was the idea behind using Spanish, Dina responded: “We show
them that they can’t understand Spanish, and we can take advantage of it and then say
stuff and they won’t know it.” This comment was followed by a discussion that made me
believe students felt they were taking some level of power back in the classroom by using
Spanish. Another day, students encouraged me to teach them French once they knew I
spoke it. We made a French corner in my office whiteboard (See Figure 32 below) and
reviewed once in a while. Students still use these greetings to this day when they see me
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in the hallways at Burling City. They also showed their adoption of a globalized culture.
They embraced the Korean language because of the anime and pop culture popular in
their age group. Dina, for example, explained how her sister taught her Korean words that
she learned in Korean pop music songs while discussing a picture of her sister during a
photo-elicited interview. Julio also taught the group some Japanese words he learned
through social media and some apps (See Figure 33 below).

Figure 32. French Lesson on Office Whiteboard
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Figure 33. Julio Standing Next to His Japanese Lesson

Fourth, students used religious literacies, such as songs or excerpts from the Bible
they learned at church to express either compassion and love for those who legitimize
them or direct curses and predictions of bad karma for those who delegitimized their
humanity. Their religious beliefs and literacies, especially artistic expressions came up
throughout this project (See Figure 34 below). As Mr. Trullo the tattoo artist mentioned
in my interview with him, “A lot of people, they like religion, and they want to express it
through their tattoos. Yeah, again, they're all from different backgrounds, but they do
share-- a certain part of customers share that in common, which is their religion, so. They
are very happy to wear it on their body.”
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Figure 34. Light in the Dark Tattoo - Mr. Trullo's Business Website

For the students, religious literacies were worn in the form of chains, bracelets, and hair
ornaments. They also carried keychains (See Figure 35) and displayed framed religious
art in their bedrooms.

Figure 35. Statutes of Jesus and Mary on Natalia’s Night Table
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Group venting. Voicing their feelings in the group setting eventually became a
ritual for our group and probably our most permanent and desired method of expression.
Teachers also testified that group venting was great around “safe” people. This group
venting, even if it was mostly always done around people students trusted, was not
always received with feedback that encouraged dismantling negative ideologies against
students; the feedback students got from this venting was to be passive, ignore the
marginalization in order to survive schooling. Mrs. Leonard told me that in her
experience, students from minoritized groups always vented in groups when she was
around. She told the story of a White teacher years ago, whom students did not like
because of her raciolinguistic ways: “They gave her such a hard time. I said, ‘You guys,
you don't understand. When she leaves, she goes back to her lily-white neighborhood.’ I
said, ‘She gets her check and goes back to her lily-white neighborhood.’ You sitting here
saying, ‘I don't like you. I'm not going to do your work,’ that is not going to hurt her.
‘You're only hurting yourself because you need something from her. She doesn't need
anything from you.” Mrs. Santora, contrarily to Mrs. Leonard who is Black and has had
minoritized experiences, admitted that she viewed the students’ group venting as an
opportunity for her, as a White woman, to learn about their struggles in school. She also
confessed that group venting might have been the only thing that made her pay real
attention to the oppression students endured and knowing what they went through made
her have even more admiration for their resilience. She said: “I've been here 17 years. I
just never really realized how hard of a struggle it was, and then they started telling me
some stories. I'm like, ‘Wow. Wow.’ And those kids that have the harder struggle are
more inclined to follow your directions.”
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Students also responded to oppressive Discourses by using their senses and expressing
their experiences in deep and meaningful verbal and non-verbal ways.
Responding through the senses: Verbal replies, words, imageries, and gestures.
Throughout the data, there are many instances of students verbalizing how they felt about
how they were treated and positioned in the school community, as a way to clap back
against oppressive Discourses. Using sarcastic responses was a popular method. I
observed the students boast in pride every time they expressed themselves that way.
Some days, it was like they were in a competition to share the most sarcastic comments
and verbal replies that created imageries that proved they were not afraid of whoever was
against them. Other times, I took their responses as a way for them to get their power
back and demystify the big bad ugly monster that oppressive Discourses represented.
Natalia, for example, said to the group one day when we were discussing “La Llorona”
(Legend part of Latin American, especially Mexican folklore; scary-looking woman
unloved by her husband who cries and wales): “The only thing more scarier than that
thing is Trump (laughing out loud). I hate to say that though… I had a dream that he
deported everybody in my family (shaking her head and looking very sad).” Another
time, while we were watching a video about American children’s reactions to President
Trump and as Trump said in an interview: “My dad gave me a small loan of a million
dollars to get started my career,” Dina blurted: “Wait, a small loan? (laughing out loud),
yeah right!” Students also verbalized raciolinguistic issues in and out of classrooms and
school and indicated how they ignored them on purpose and held their ground to be who
they were no matter what happened as a consequence. Magdalena illustrated this
behavior when she said: “I feel like it’s ok to speak Spanish, and it’s okay if other people
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say stuff about you, or say stuff like ‘Oh, stop talking Spanish because in here you speak
English.’ I don’t care”. For others, the verbalization, thus denunciation of negative
behaviors against their community, was enough to show they fought back because they
felt that’s all they could handle for now. For the less expressive student in the group, this
was a form of resistance, actually. To illustrate, here is part of a discussion student
participants and I had about fighting back against racism:

Natalia:

I just gotta say it. I feel like that people always being mean to us
because-- I don't know. I'm not… (sad face and teary eyes).

Me:

Whenever you're ready. That's okay. Whenever you're ready.
Okay. Take your time.

When she didn’t speak again after a few seconds, I decided to give her time and divert the
attention from her to give her privacy in what looked like a very difficult moment for her.
Me:

Dina:

Anybody else? Any other thoughts about resistance and what it
looks like for you? Because I love what Julio said earlier. He said,
‘Hey, we have a talent, right?’ And he said, ‘We speak two
languages.’
You are able to resist by showing them…Oh, I'm going to show
you that I have some power too.

Students also addressed the misconceived notion that when they spoke Spanish,
they were somehow doing something wrong or offending others around them. This topic
came up numerous times and several teachers noted they felt that way too. Ms. Spinella
admitted that: “I have this connotation in my head-- and I know it's a stereotype, and I
know it's not right. But sometimes I make the assumption that if two students are having
a conversation with each other in Spanish that they're saying something they don't want
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me to hear--” so, even those who are sympathetic towards students, still have negative
assumptions about the reasons why they chose to speak a language other than English.
Natalia testified: “You could never speak Spanish sometimes because people think you're
talking about them…. That happened once in Mrs. Mansfield’s class when we were
talking in Spanish. She got mad. She's like, ‘What are you talking about?’ And she says,
‘Stop talking.’ I'm like-- It's not my fault you don't know how to speak our language…”-- added while having a very tough and aggressive expression on her face: “Well,
somebody that has talent and doesn't use it is no better than a person that doesn't have it.
It's probably even worse….. I think that if she thinks we're talking about her and not, I
think we should just start talking about her. That's what she wants. She’s always like,
‘Oh, you're talking about me?!?"
A different way to read how students systematically responded to oppressive Discourses
in their community is to analyze who enacted the responding.
Avenues to respond to oppressive Discourses: indirectly through community
or directly through self. Sometimes, students benefited and learned from community
members’ reactions to oppressive ideologies. Therefore, their reactions could be indirect
from people around them or direct from themselves. Here are some of the most prevalent
examples in Figure 36 below.
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Indirectly Through community

Directly Through self

listening to radio stations with critical
programming

Divulgating transresisting narratives throughout
school community

benefiting from parent's workplace safety & anti
exploitation trainings

Voicing dual identity to claim "trans" selves at
school: in writing, verbally, in drawings

indirectlty gaining from fight for immigration
reform and driver's licenses for all

Participating in community garden and food for
justice programs

attending social gatherings created for inclusion
and resistance

Figure 36. Indirect and Direct Responses to Oppressive Discourses

Through others. Family members who expressed their translingualism
unapologetically represent an indirect reaction to oppressive Discourses for students. For
example, by being exposed to cultural Mexican events that took place in their
community, despite some controversy and disapproval by neighbors, student participants
got to learn to stand up for their transliteracies and identities from a young age. They
were made the center of most of these celebrations where children attended in mass and
were treated with gifts, foods, and a joyous experience. Pictures 29-32 below illustrate
some examples.
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Figure 37. Bull Riding Event Flyer

Figure 39. Mexican Snacks at
Town Cultural Event

Figure 38. Car Covered in Mexican Flags

Figure 40. Mexican Gifts at Cinco de mayo
Town Celebration

Racism and linguicism created challenges for minoritized groups to be financially
independent and prosperous in their community. Community members who created
partnerships between the Latinx community and the rest of the community indirectly
impacted the prospects afforded to the students’ families and Latino businesses, thus
creating an economic response that pushed back against economic oppression. Mr.
Trullo’s work with the county government empowered Latinx business owners and
facilitated their access to grants that put money and opportunities for them to be more
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successful. Students indirectly benefited from their parents’ improved finances but also
learned that they too could remove barriers to their community’s economic realization.
He said: “I have my business there. There was a lot of Latino people there. It was a focus
group. And there was brainstorming ideas on how to get Latinos more involved in grants,
so that was cool to do. We were brainstorming, and you meet a lot of different people that
you don't know. And that was really cool to be a part of, to know that there were all these
people that they did good things for the community, and they all kind of shared the same
vision.”
For other community members, education was the way to indirectly help student
respond to oppressive Discourses. Mrs. Santora believed that the fact that the
administrator involved in pedagogical policies around ESL and bilingual education in
Burling City School chose materials run by Latinx people who are also experts in the
field of bilingual education, was a way to resist unequal school policies. She said: “Well,
I appreciate what Mr. X. is doing. He is getting Gomez and Gomez stuff for us, it’s a
company from Texas who has this philosophy of bringing together and making
assignments and making lessons more language based. Yeah, and so he's looking to set
up, not just an ESL program, but a dual-language program.” She went on, explaining
how this move was based on a legitimizing philosophy and that it changed how she
viewed her Latinx and immigrant students: “And when I went to the workshop last
week, I really appreciate what he said. That kinda changed those thoughts that I had as a
person, which was just whatever everybody says, "Oh, okay, you're from another
country. We'll teach you how to speak English. And you'll assimilate and everything will
be wonderful.’” Ms. Jared also expressed how educating people about their rights is a
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way to indirectly affect how parent and guardians, and students react to oppressive
Discourses: “I encourage know your rights type events, where you learn what happens if
you get stopped, what you should do, what you shouldn't do. If somebody comes to your
house and says they're ICE, what you should do because there was a lot of panic around
that and there still is. At the high school once they said, ‘ICE is coming into the high
school,’ and then the majority of students just didn't bother showing up that day because
they were afraid.”
A last example of indirect response to oppressive Discourses is the existence of
spaces for resistance in the community. One obvious space during this project was my
PDS office, where student participants clearly expressed their linguistic and cultural
identities but also spoke up about their experiences. This office came up in photoelicited interview pictures as a safe place (Picture 33). According to students, the
counseling office was another one of those spaces for them; as a matter of fact, students
took pictures of the counseling office for their photo-elicitation interviews, Julio’s is
shown in Picture 34. One of the school counselors was the only one in his office,
according to them, to be really interested in the students and asked questions that
demonstrated he cared about them in and outside of the school and viewed them without
prejudgments. There were also other adults in the school who, interestingly, were all
Black women. There were also many outside-of-school spaces, such as a gym where
some of the boys met with their parents to exercise and the church where kids met with
family members for bible study and Sunday masses and other routine activities centered
around the students’ religious and social development.
Students also directly reacted to oppressive Discourses, through their own systematic
ways.
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Picture 1. PDS Office Door at
Burling City School

Picture 2. School Counseling Office, by
Julio

Through self. Mainly, students’ direct responses consisted of using Spanish,
valuing their heritage by acting it out in spaces that may not be always welcoming,
expressing how much they treasured their complex cultural identity, and offering
narratives that countered exclusionary ideologies. An example of the latter is when
students challenged older immigrants, such as their parents and guardians, by enacting a
dual identity rather than being either “Americanized” or mirror their parents’ country of
origin’s identity alone. Students disputed the ideas of pure integration and pure rejection
of the American identity, which they viewed as also being another way to embody a
racist and linguist ideology. Rather, they pushed for a more complex and globalized
identity that didn’t accept washing themselves out of their families’ countries of origin,
and neither succumbed to the pressure of becoming a copycat version of a monolingual
and monocultural American. Andrés and Julio’s language silhouettes illustrate these
complex identities they claim loudly at home and at school (Pictures 35 and 36).
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Picture 3. Andrés's Language Silhouette

Picture 4. Julios' Language Silhouette

Andrés confirmed in his follow-up interview that he had “two things” in him; they
worked together and that’s just how it was. His explanation was so simple that it made
me wonder if others in his community, especially adults, realized how natural his
complex identity is to him. He colored his eyes blue because he “saw” everything like an
American who speaks English, pointing out to how he comprehended life, based on his
daily experiences. However, he colored the interior of his body in red; and explained that
inside himself, pointing to feelings and emotions, as well as his head, which referred to
how he processed information and the language he mainly spoke, are all Spanish.
Julio opted to use three colors. Blue and red represented his American side and
green symbolized his Mexican side. Like Andrés and other students, his eyes - the way he
viewed the world - were blue for American. His clothes were red to show he dresses as an
American, pointing out to his exterior and how he looked at first sight. However, he
addressed his cultural activities (such as playing games and practicing soccer) by painting
one of his hands and his feet in green, to demonstrate he connected more with his
Mexican side for certain cultural elements of his life. His other hand was colored in red
though, to indicate the duality in his use cultural allegiance.
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Ultimately though, both students, identified as being Mexican in their hearts. Julio
wrote on his picture about the area of his chest where he drew the Mexican flag: “My
heart is Mexican because I am it.” Also, note how when speaking about one culture or the
other, students said the name of the language they connected it to instead; for Andrés,
Spanish equaled his Mexican identity, while English was his American identity. The
majority of students made those correlations throughout the study.
Adults in the school community on the other hand, consistently believed students
should remain more, at least culturally, on the side of their families’ heritage.
Legitimizing Discourses, specifically, presented this form of direct response not as an
enactment of an oppressive Discourses, as students viewed it, but rather, as a way to stay
grounded. Indeed, these legitimizing Discourses, whether they were parents, teachers, or
community members, negatively viewed the behaviors of “Americanized” students. They
believed that by being true to themselves as TTS who emphasized on their heritage
identity more, students could directly resist the effects of racism and linguicism,
including its tendency to colonize and rob others of their origins. For Ms. Picorro, the
immigrant mentality was more prone to “being good:” “I always compare the Latinx
students to the American students. Because you can see the drive in those Latinx students
versus the American students. The American students feel entitled to receive good grades
and not having to put in the work. And with Latinx community, they have a purpose.
‘This is what I'm supposed to do. I'm supposed to get these good grades.’” She then
continued on to explain the reaction of immigrant parents in favor of limiting their kids’
integration to American society, which was confirmed in my interviews with the Justos,
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Joalene’s parents. Ms. Picorro also described how “Americanized” immigrant kids
behaved:
…but I can see where they're becoming more and more Americanized by the
cultures or the friends they're choosing. A lot of my students were not allowed to
hang out with white people or black kids because they didn't want their child to
have that Americanized mentality or attitude. And unfortunately, I agree with that.
A lot of students not part of that Latinx community, feel entitled to things-- my
kids included, I mean, sometimes, but that's just the way Americans feel. I mean,
it seems to be, overall, the overarching attitude of America, in general. It's just
that we're the best, and we deserve this, and that's just not how the Latinx culture
is. They work hard for everything they have, and it shows, and they're
appreciative of everything they have. And that just doesn't happen in America.
We don't value the things that we have. We always want more, and I can see that
with some of the students, where they're starting to turn and become a little more
Americanized.

Pastor Williams had a darker perspective on this issue of Americanization and presented
it as a gloomy alternative for TTS, which may still not make them be accepted by others.
Thus, his opinion that resisting Americanization may be best for TTS:
Growing up, children, this is all of us I believe, our family has greater influence
from a cultural point of view. But we know that our children meet other people
from the community from other cultures. They realize that their culture does not
have as much influence on them as something else might. I'll tell you one power
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influence, definitely, is the social media…. But I see that being playing out in the
family context very much (especially) for those more comfortable in English. But
when they go home, they'll feel just as comfortable in their native language. But I
think from a cultural point of view, (they think) "I'm Mexican, or Guatemalteco, or
whatever, but I'm American too." But then they know others might question them
at being American too… Well, I don't know because it's they have papers, but I
think it’s more their social values that are changing or they're different. And I think
part of it too is when people grow up, they tend to become more independent…
you also have developmental levels that come into play….
He prolonged the conversation and clarified that this was a global issue. His perspective
explained Americanization as a phenomenon that rejected good values and encourages
behaviors seen as negative by everyone in society, no matter who they were:

But I also see in the Philippines, where I go back yearly, I think the church plays
an important role culturally and rituals. But in a number of ways, it doesn't play in
such a big role too. Regarding morals, sexual morals, regarding those-- along those
lines. A part of it is-- I think it's because of the developmental levels. People might
rebel; children might rebel. But I think the values of society are changing very
rapidly, constantly…. I've seen that because I went to the Philippines back in 1991
the first time, and from then until today, I see values are changing. They really are.
So definitely more attached to the phones. That could be anywhere in the world,
more attached to the phone and the value of being together or playing music like
we used to…. It's true. We have a vision for
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them, dreams about them, but you

have your own dreams and you're being formed in your own ways…. But some
issues, I don't know. This is talking about a cultural thing. But so many influences- is more on a darker sense.

Whether they acted because of the influence in their community or because of their own
convictions, students utilized direct reactions oppressive Discourses systematically and
consistently, especially as they got more comfortable with the group and the project.
Transresistance: A system to resist oppressive Discourses through rejection
and acceptance. The data revealed that through all the types of systematic reactions
against oppressive Discourses, students directly and indirectly worked to resist it. I
decided to coin this phenomenon transresistance, which I defined as “a fluid system of
social and intellectual acts, dispositions, or behaviors, grounded in transliteracies, and
aimed at directly or indirectly resisting oppressive ideological Discourses in various
times and spaces.” In some instances, transresistance is manifested through rejection or
the explicit resistance to oppressive Discourses that uses unconcealed methods, such as
verbal retorts and blunt denunciations. In other cases, transresistance is exhibited through
acceptance, or a calculated approval that veils resistance into a deceptive tolerance of
raciolinguistic behaviors.
For example, TTS showed rejection by continuing to express themselves in their
home languages in spaces where only English is allowed, while others showed
acceptance by using standard-English, as dictated by school norms and expectations. In
the former, the students exposed themselves to the consequences of breaking the rules. In
the latter, the students used acceptance to avoid retribution and used rejection once they
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established trust with oppressors. Acceptance and rejection are events that happen in
episodes of transresistance, which can be triggered by the same oppressive experience(s).
They are fluid reactions against oppressive Discourses that can be manifested by the
same individual or by different people, within the life of the same episode, depending
upon the space, time, and actors involved in the episode. They are ultimately the
materialization of transresistance, which can be used a framework to facilitate our
understanding of the dynamics between oppressive Discourses and the systematic
resistance to them.
Rejection and Acceptance in action. Let me share an example that illustrates an
episode of transresistance in which both rejection and acceptance were manifested while
using the group venting tool. Table 11 below illustrates the framework for this episode of
transresistance:

Table 11
Framework for " Group Venting Against Oppressive Teacher " Transresistance Episode
Elements of
Framework
Name

Experience
Instigator
Actors

Definition
Name given to
transresistance episode of
transresistance

Details of Episode
Group venting to denounce
oppressive teacher

Oppressive experience that
triggered transresistance
episode

Marginalizing behaviors by
teacher in the classroom
context

The oppressive Discourse
that enacted the oppression
Community members who
manifested transresistance
episode

Oppressive Teacher
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Members of the student
research group

Table 11 (Continued)
Elements of
Framework
Tool
Avenue
Time
Space

Definition

Details of Episode

Transresistance tool
utilized to manifest
rejection and/or acceptance

Group venting

Was this a direct or indirect
avenue of resistance?
Community activity during
which the transresistance
episode took place
Space in which the
transresistance episode
took place

Direct
During meeting with student
research group and
PIR/Researcher
In the privacy of a school
office, only actors and
PIR/Researcher present

In this episode of transresistance named Group venting to denounce oppressive
teacher, rejection and acceptance were triggered by the desperation students experienced
when faced with potentially psychologically damaging oppression from a teacher, which
they shared they had nowhere else to voice safely.
Whenever I saw students from our research group around the school, they’d stop
me for high fives and hugs. The day this transresistance episode took place, they looked
sad and really eager to talk to me when I passed by them lined up in front of their Art
class. Since I had planned a conversation with them about their participation in a PDS
commercial I was shooting soon, I asked for their teacher’s permission to take them to
my office for a little while, which was okay since they had a break. The students had
some disturbing news to share with me; they had been going through a harsh situation in
one of their classes. They were been yelled at, penalized for not been able to complete a
task while others were not chastised for doing the same, their parents were called
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constantly creating trouble for them at home, they were addressed rudely by the teacher
who rolled her eyes and scolded them, and they were afraid to talk in class. They felt
bullied, scared, and alone in this problem. Since students had such an obvious problem
with some teachers who were not only offended by their empowerment, I wondered if
this teacher was not been influenced by others who had labeled this group of students as
“troublemakers.” What triggered this thought was the similarities in the issues students
suffered in other classrooms and what they were enduring now.
On the one hand, students manifested a very harsh rejection by first verbally and
directly detailing the teacher’s behavior towards them, using adjectives that characterized
her as a manipulator, a bully, and a prejudiced individual. They expressed how she was
not caring about their success because she would not explain well in class, would ignore
their attempts to get clarification, and would then say, according to Javier: “you didn’t
answer the question, you should have studied.” Joalene: “she says to study, but she
doesn’t even teach us that much in class.” Javier jumped back in: “she just gives us the
information and then right away she says we have a test, that’s crazy, that’s not even
fair.” Julio added that she didn’t care about them as people neither: “ even if your parent
was at the hospital and you tell her, she says you could have brung your book.”
Second, students firmly questioned the teacher’s qualifications as a teacher and
her character as a person. Javier said: “she’s impatient, she has an attitude, and thinks
students cannot be right.” Magdalena added, yelling at this point: “she told me ‘you’re
the one who needs to learn, not me’, so then I told her ‘no one asked you to come work as
a teacher,’ ‘cause with Mrs. Leonard, it’s a whole different thing, she said ‘I work here
and they don’t give me a lot of money, I care about you, I wanna help the students, they
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pay me a little but I still care, I want to help you.” Julio then said: “she just does it for the
money, she doesn’t care…she’s one of those people that plays the victim card.”
Third, students used translinguistic repertoires while strategized their move to
fight back, using Spanish and lessons they learned from their parents and family members
to make sense of their transresistance. Magdalena said, very angrily, “my parents always
tell me to treat people the way they treat me, so I yell back at her, she’s gonna yell at,
Imma yell at her, she cusses at me, Imma cuss at her too.” Students brought in their
understanding of their own ESL and bilingual education to show that the teacher was not
pedagogically sound. Magdalena shared her views on this issue by criticizing the
teacher’s way of teaching: “she teaches us the same level…like we have these levels in
our class, she doesn’t teach us that way, she just teaches the same for everybody…but I
think it should be certain (she paused) like you need help, she uses the same speech.”
Magdalena continued on, demonstrating her understanding of differentiating instruction:
“Let’s say it’s us three (pointing to Joalene and Javier), I am the lowest, she is the
medium, and he is the highest, of course she’s gonna go the highest way, because it’s
easy for her, but I need help! But she’d be like ‘you should’ve been learning, you
should’ve been paying attention (shaking her head and using many angry gestures). She
doesn’t get sometimes it’s not about paying attention, you just don’t get it!” Julio came
back into the conversation and added that “when teachers teach you like math, they
should add life stuff in it, like talk about life lessons to and then I think you’d get it, like
soccer, you’d get it more because it’s you.” As the conversation went on, students
determined that the best way to deal with this issue was for them to have a meeting with
the teacher.
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On the other hand, students exhibited acceptance by first admitting that they
might get harsh consequences if the meeting they planned did not go well. Both Joalene
and Julio said they believed it was a bad idea to talk back to the teacher. Julio said: “I
don’t talk back to her because I know I am going to get in trouble, but I give her an
attitude. I try not to look at her because I know if I look at her I am gonna say something.
But when I turn my head, she says ‘that was very rude.’” Joalene asked the rest of the
group if it were okay to maybe wait for a while before calling for a meeting, so that the
group would have time “to be good in class, don’t talk back for a while, until she calms
down.”
Furthermore, students strategized throughout this conversation to take other ally
adults with them to the meeting, so they would be supported. Julio showed more
acceptance in this part of the conversation: “I want to have a meeting and tell her
everything (that hurts me) but I think she’ll play the victim card in front of the grown-ups
and then when we get to class, she won’t care anymore again.” Magdalena then added a
comment that confirmed that she too, uses acceptance, even though she rejected verbally
the most in this episode. She said: “that’s why now, if I try to help Joalene and she
doesn’t get it, I just tell her the answers, that’s the only way,” sharing yet another type of
acceptance students enact in their classrooms. Another interesting point students made
was that they were friends when they were with me, but that in class, even though they
were still friends, they just don’t talk too much to each other. They tone was that of a
conspiracy and I was taken aback by that. When I asked follow-up questions, Javier said:
“it’s ‘cause we’re mature, remember, we’re professors (smiling, making allusion to the
fact that they called each other researchers and professors because they were in the
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research group with me).” Magdalena added that she would be willing to become a
school therapist for kids like her and her friends, to help them because she “would know
the pain they feel.” She added something very personal to her, she has had to see the
school counselor and may see a therapist because of stress at school and other personal
problems. The acceptance manifestations in this episode brought us together emotionally,
as a group, because of the emotions involved in secretly fighting back something so
personal and so difficult to deal with through acceptance.
This was how we got to the last part of the conversation that boiled down to
“having each other’s backs out there;” and this was when Javier said: “you, and Mrs.
Leonard too, you’re like saviors for us.” Joalene added: “I used to always be like shy
when I talked, but now, because like when this group started, I’m talking a lot and I think
you helped me with that. Javier added: “I am expressing myself more now too, like if
they tell me to shut up, then I tell them to shut up.” I think you are like our spark”, added
Javier, “like you started this whole thing .” That brought tears to my eyes.
Summary
In this chapter, I shared the case findings, each associated with one of my research
questions. The first question explored the discourses of social power and hierarchical
structures present in the experiences of middle-school Latinx transcultural and
translinguistic students in their school community. The data revealed that social power
and hierarchical structures were conveyed through inclusive and exclusionary discourses
and figured worlds. The inclusive Discourses of The Enlightened, The Champion for
Dual Identities, and The Ally; and the exclusionary Discourses of The Victim and The
Blatantly Racist operated using everyday discourses or language-in-use.
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The second question investigated the ideological Discourses enacted in the
students participants’ experiences in their school community. It was found that the
figured worlds present in this school community intensely influenced participants’
identities through Ideological Kits that carry the Discourses’ philosophies. The types of
Discourses revealed in this study include primary, secondary, legitimizing,
delegitimizing, self-constructed, and imposed Discourses.
The third question examined how the student participants responded to oppressive
ideologies exhibited in Discourses enacted in their school community. The data showed
that students responded to oppressive Discourses in their school community by enacting
transresistance episodes, in which they systematically manifesting events of acceptance
and/or rejection of raciolinguistic actions in various times and spaced in the school
community. While transresisting, students use a variety of social and intellectual
discourses, manifested through acts, dispositions, and behaviors grounded in
transliteracies, and aimed at directly or indirectly resisting oppressive Discourses. In
Chapter 5, I detail my conclusions about the study, conduct a discussion about the
findings, and discuss suggestions for future research.
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Chapter 5
Discussion, Conclusions, and Recommendations
Discussion of Findings
This qualitative case study grounded in ethnographic methods was motivated by
an interest in examining aspects of the vexing condition of minoritized students in
American school communities and the way in which translinguistic and transcultural
Latinx students from immigrant families respond to them. The purpose of this study was
to explore the discourses of social power and hierarchical structures and ideological
Discourses present in the students’ experiences and investigate how they responded to
oppressive Discourses.
In this chapter, I discuss the key findings as they relate to the literature on the
racialization and transracialization of translingual and transcultural students (TTS), the
impact of race perceptions on TTS linguistic identities, the enactment of language and
literacies within TTS Discourses, and the scholarship on how TTS challenge
raciolinguistics-based ideologies. The chapter also includes discussions about the
theoretical, methodological, and applied implications of the study outcomes; the study
limitations; my recommendations for future research; and a brief conclusion.
This research was driven by three questions: (1) What are the discourses of social
power and hierarchical structures present in the participants’ school community? (2)
What ideological Discourses are enacted in these experiences? (3) How do these students
responded to oppressive Discourses? This work was grounded in Raciolinguistics and
New Literacy Studies (NLS) as well as data collection methods that included critical
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focus-group discussions, semi-structured and photo-elicited interviews, and emplaced and
active observations.
These research questions were answered through three principal findings. First,
the inclusive and exclusionary discourses of social power and hierarchical structures in
students’ social and academic interactions unveiled a series of figured worlds proclaimed
in the school community, using daily discourses or language-in-use. These discourses
brought to life inclusive figured worlds, including The Enlightened, The Champion for
Dual Identities, and The Ally. They also surfaced the exclusionary figured worlds of The
Victim and The Blatantly Racist. These figured worlds assigned a fixed status for TTS in
the school community. Second, these figured worlds powerfully influenced participants’
identities through ideological Discourses embodied by children and adults in the school
community. The major influencers emerged in the form of dichotomized Discourses or
identity kits, including primary and secondary, legitimizing and delegitimizing, and selfconstructed and imposed. Third, TTS respond to oppressive Discourses by systematically
resisting to them through a frame developed in this study I named transresistance. They
confronted oppressive ideologies in various times and spaces through the expression of
social and intellectual discourses of acceptance and discourses of resistance that were
manifested through acts, dispositions, and behaviors grounded in their transliteracies. In
the next section, I offer an interpretation of the findings in light of the literature.
A discussion of the findings of the study is presented below for the set of findings
connected to each research question. First, I assert the finding and then offer anticipated
and rival or competing explanations and interpretations, if applicable. Second, I share
how the finding is or is not relevant to the study aim and focus. Third, I describe
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conclusions based on patterned findings. Finally, I explain if and how the literature
corresponds, contradicts, or deepens findings and conclusions.
While Proclaiming their Position in the Community’s Power and Hierarchical
Structures Through discourses, Figured Worlds Also Ascribe a Place for TTS
This study’s finding that various figured worlds channel a fixed status for TTS in
the school community’s social power and hierarchical structures through inclusive and
exclusionary discourses, support the literature that indicates that language racialization is
the vehicle for ideologies based on fixed perceptions and notions of TTS identities (Agha,
2005; García-Sánchez, 2016). More than just being pertinent to the study’s aim of better
uncovering discourses of social power and hierarchical structures with which TTS come
in contact, this finding also supports our comprehension of how inclusive and
exclusionary figures use everyday discourses to inscribe a place for TTS in the school
community’s power and hierarchical structures.
The Victim and Blatantly Racist figures imposed a negative place and status for
TTS in the school community, by creating a fictitious emblem of identity (Silverstein,
2003) characterized by strategies of condescension (Bourdieu, 1991) and their
demonization (Delgado & Stefancic, 2011). The precondition to truly understand these
behaviors towards TTS is a strong consideration of how language is interconnected to
their perception of TTS (García-Sanchez, 2016). This understanding made the first
finding clearly anticipated; the Victim and Blatantly Racist’s vile attacks through
oppressive common language-in-use originally stem from their initial negative and
deficient perceptions of TTS’ linguistic behaviors and enactments, which they in turn
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connect to their racial and ethnical origins. They view TTS in a deficit-oriented light
because of how who they are, based on their linguistic, cultural, ethnical, and racial
backgrounds. Just like the TTS from Vietnamese and Mexican origins LeBlanc (2018)
studied in an urban Catholic School and Parish, my student participants’ linguistic
repertoires and complicated identities clashed with delegitimizing Discourses’ narrow
conceptualizations of worthy races, proper languages, and valid identities (Blackledge &
Creese, 2017; Warriner, 2007).
Moreover, these exclusionary figures were the most powerful ones discovered in
this research, and their power is confirmed in the strong hold they have on public opinion
about TTS in the community. They were successful in creating and propagating a
negative reputation for student participants who resisted their oppression openly,
proliferating the idea that they were a “gang of troublemakers,” as they were referred to
by Mrs. Mansfield. This characterization developed into an adverse sentiment against
these students, which affected their relationships with some of the teachers and even
outside of the school with their own parents. The power these exclusionary figures have
to make others blindly or forcefully harmonize with them, is only afforded to them by the
high place they hold in the hierarchy of the school community structures. Indeed, in this
study, these figures or perspectives were represented by individuals venerated because of
their seniority, such as a veteran teacher in the school, or their service to the community,
such as a long-time business owner or a retired law enforcement officer. This level of
power on community sentiment through the social pressure of powerful exclusionary
figures as demonstrated in the Burling City community corresponds to the scholarship
about language being a social practice in that they confirm the notion that affirmations
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are more powerful when made by the powerful, especially when ideological language is
used (Hodge & Kress, 1993). Certainly, this study discovered that the truths of the most
powerful were undeniably being disseminated and proliferated through everyday
ideological discourses masked in seemingly innocent everyday language.
Conversely, it is in the findings that the Enlightened, Champion for Dual
Identities and Ally figures correspond to, expand, and also contradict the literature about
the racialization of minoritized groups. The discovery of these perspectives agrees with
the literature by demonstrating how ideologies about language and race can contribute to
the type of space and status created for TTS (Anzaldúa, 1987; Silverstein, 2003) in the
school community. However, their emergence expands on the scholarship by showing
how inclusive discourses also contribute to the level of power and the status assigned to
TTS in the community. In fact, although this study found that exclusionary figures
operate from the ideologies of Whiteness and that they ascribed damaging identity
markers to TTS to implement racist and linguicist goals, as cited in the literature (Alim,
Rickford, & Ball, 2016), this work also found that inclusive figures achieved a certain
level of influence on how TTS are perceived and treated in the community. Though
inclusive figures showed to be much less powerful than exclusionary ones, they still
influenced opinions through discourses that placed TTS in a positive light. Also, through
things like their inclusive pedagogy, translinguistic interactions with TTS in communal
school spaces, and educational excursions in the community, inclusive figures have given
TTS the opportunity to be their authentic selves and publicly exhibit the positiveness of
their identities and the worth of their contribution to the school community. Surprisingly
however, inclusive figures also contradict some contributions from the literature. For
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example, these inclusive perspectives have been observed using what could be considered
“mock Spanish” (Hill, 2008), although this incorporation of Spanish in everyday English
has been defined as a behavior in which exclusionary figures engage when enacting
Whiteness by exercising their self-attributed superior right of using Spanish while TTS
are not allowed to.
Another unanticipated outcome of this study I was not able to clearly connect to
the literature is how considerably and how often both inclusive and exclusionary figures
go to great lengths to mask their identities when in the presence of the other. One the one
hand, exclusionary figures do it not to seem as oppressive as they truly are, thus the
demonstration of their ideologies is always presented behind an excuse or made up
reason why TTS deserve to be treated unjustly and inequitably. Inclusive figures, on the
other hand, do not often declare their allegiance to TTS for fear of social and professional
retribution by exclusionary figures who hold more power than them and are situated
higher in the hierarchical structures of the school community.
Though the findings found support in the literature for the enormous amount of
power held by exclusionary figures, they go a step further to offer a deeper understanding
of the parallel between the ways in which exclusionary figures generally express their
philosophies and the anti-immigrant and anti-Latinx sentiments communicated in society
at large in the media and by public figures. In line with the NLS scholarship, the study of
discourses in the Burling School community enlightens us on the interaction between the
implications of local happenings at the school level and broader cultural and political
occurrences at the societal level (Hull & Schultz, 2001). This theory is consistent with
how exclusionary figures display their stance and how this demonstration of power is
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perceived by TTS and their allies as a representation of the interest of those who embody
Whiteness, both in the school community and in society. As student participants made it
clear, they were powerless, disliked, and mistreated by certain perspectives both because
of where their families were from and also because of how and what they spoke.
Correspondingly, the data showed that exclusionary figures used discourses delivered in
standard-English to prejudge and misjudge students’ language ability because they were
Latinx, and contrariwise, presuppose their opinion about their race and ethnicity based on
their linguistic practices. These occurrences certainly concur with the assertions of
raciolinguistics scholars who opinionate that language plays a fundamental role in
forming opinions about race and vice versa (Alim, Rickford, and Ball, 2016) and also
coincide with other researchers’ claims that the English language is as a perpetuator of
epistemic violence (Leonardo, & Grubb, 2014; Lippi-Green, 2012; Macedo, Dendrinos,
& Gounari, 2003). A cautious conclusion can be made here that exclusionary societal
discourses against immigrants that create fear and anxiety, at the macro level, trickle
down into micro spaces such as schools, through exclusionary figured worlds who are its
agents because they execute a raciolinguistic agenda.
Legitimizing and Delegitimizing Discourses Transform TTS Identities
The finding that TTS’ identities are affected by ideological primary, secondary,
legitimizing, delegitimizing, self-constructed, and imposed Discourses or identity kits
matches the conceptualizations of Discourses (Gee, 2005), which denotes non-neutrality
and embodiment of certain ideological protagonists to associate or dissociate with
members of certain social groups. Discoveries made in this research reveal that the
Discourses in the Burling City School community use discourses in everyday language to
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pass on the ideological messages that Discourses want to perpetuate, which in turn
profoundly affects TTS’ sense of self. Other scholarship that concluded similarly by
emphasizing on the impact of negative perspectives about language, race, and ethnicity,
on the development of minoritized youth’s identity, also support this finding. In fact, as
oppressive Discourses created fixed racialized identities for TTS through irrational and
unmerited aggressions against others (Memmi, 1965) and fabricated differences and
stereotypes (García-Sánchez, 2016) based on imagined figures of personhood (Agha,
2005), they triggered TTS to form flexible and adaptable identities as a response. Indeed,
study participants practiced racial malleability, as did Roth-Gordon’s (2016) young
Brazilian research participants, who altered how they acted, spoke, and looked, to enjoy
positiveness attributes of Whiteness, including citizenship, privilege, and respectability.
My student participants reminded me also of Durán-Almarza’s (2012) research
participants in many ways; these folks were New Yorkers from Dominican origins who
used racial malleability as one of the many creative ways in which they transracialized.
Some of the time, my student participants personified the Discourse of the naïve
immigrant student who did not understand the workings of oppression, just to survive a
hostile situation or environment. Other times, they associated more with their American
identity while denying other parts of their identity, especially when in the presence of
delegitimizing Discourses and when exposed to exclusionary discourses. Magdalena, my
not so easily intimidated student participant who was very vocal about her pride in her
Mexican heritage illustrated this transformation from the Magdalena we knew in the
group into a more Americanized version of herself. In fact, she tolerated a Latinx friend
who was according to her fully integrated into the American culture with “perfect
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English” and American friends. She ignored her friend’s push not to be so close to the
“recien llegados” (recently immigrated) and plea to dress a certain way and act more
“American,” and rather focused on the fact that her and her friend were both Latinx girls
who liked school and her friend helped her a lot in class. In line with scholarship about
identity-formation and social categorization, the concepts of sameness and difference
(Bucholtz and Hall, 2004) were in play here. Magdalena adopted for a passive Discourse
to embrace the sameness she shared with her friend in order to reap the benefits of their
friendship and gain more social acceptance, despite her friend’s emphasis on their
difference and attempts to socialize her into the Discourse she was inhabiting.
Although this finding is supported ted by earlier works, its principal relevancy to
this study’s goals rests in two important details. First, it casts a new light on the types of
Discourses specific actors in the lives of TTS; such as teachers, parents, community
members, and peers; use to channel ideologies favorable and unfavorable to TTS; and
how these ideologies influence TTS’ identity development. For example, it was revealed
that teachers and community members enacted legitimizing Discourses through
relationships and connections that moved across professional and personal lives.
Legitimizing teacher Discourses who used inclusive and differentiated pedagogy were
found to be most effective in transforming TTS’ identities at school, thus increasing their
confidence in their translinguistic characteristics. This is the case of Mrs. Leonard who
openly welcomed the Spanish language by studying it outside of school and using it in
private and public settings with student participants, and Ms. Spinella who differentiated
instruction to accommodate translingual writing in her class. Furthermore, parents and
community members played the most remarkable role in challenging TTS’ complex
207

identity, making it more of a discussion about a dual identity in which students must
choose one or the other, depending on whether the TTS is in the presence of a
legitimizing or delegitimizing Discourse. In fact, though very supportive of their
children; Mr. and Mrs. Fuentes, Julio’s parents, and Mrs. Nieto, Natalia’s mother;
expected their children to behave in specific ways at church and at school; in order to be
in the good graces of Discourses in either entity. This issue speaks to the
intergenerational gap issue discussed in the literature (Fall, 2018; Sharma, 2016; Zentella,
2016) and also illustrates how TTS activate self-imposed and self-constructed Discourses
in their lives.
Second, contrary to the notion of “habitus” (Bourdieu’s, 1977) or the idea that the
social structures that form social actors incessantly and strictly reconstruct themselves to
keep up with social change, this study has not demonstrated that Burling City School’s
social structures nor its school community actors have successfully kept up with the deep
linguistic and cultural transformations in the community, triggered by the TTS’ presence
and participation, in meaningful ways that critically and favorably changed TTS’ social
place and status. Furthermore, in contradiction with the critical role of cultural narratives,
images, and other artifacts (or identities in practice) in the development of “habitus”
(Bartlett & Holland, 2002), this study found that TTS’ identities in practice were not
powerful enough to influence a meaningful and continuous social structures, although
they influenced social change. Lastly, legitimizing Discourses who can be viewed as an
expansion of TTS’ interests since they are allies who work tirelessly for the acceptance of
their identities, were not found to make substantial structural changes to the community.
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This is despite a major finding that came out of this research, that the existence of
legitimizing Discourses is based on their innate desire to rebel and take action.
Two surprising and unanticipated conclusions of this work are connected to the
discovery that legitimizing Discourses are on a continuum, on which their legitimizing or
delegitimizing goes from weak to strong. This made me think of Scheurich and Young’s
(1997) categorization of racism, which operates on deeper and less deep levels. In fact, as
demonstrated by several participants, a legitimizing Discourse’s advocacy for TTS can be
subjugated by the fear of professional reprisal, just like the attacks of a delegitimizing
Discourse can be tamed by an activist organization’s community activities. The first
finding is connected to TTS’ feelings towards legitimizing Discourses, which were only
as influencing as the level of trust they built with TTS, contrary to delegitimizing
Discourses who always provoked a reaction from TTS, whether good or bad. TTS would
confide in, vent to, deal with, and stay close to only those legitimizing Discourses they
trusted would not appear to be too critical or too loud in their advocacy or activism,
which is at the strongest place in the continuum. This was part of the defense and
protection mechanism TTS built around themselves; if a legitimizing Discourse was
going to get them in trouble with delegitimizing Discourses who held most of the power,
then they would be kept a distance. When TTS were certain a legitimizing Discourse was
“safe,” which could mean they wouldn’t seem as “problem makers,” or become their
parents’ enemies because they wanted TTS to defend themselves while parents believed
they should remain passive, then and only then would TTS get close and open up.
Moreover, this same level of caution was adopted by legitimizing Discourses with each
other; they made certain they kept their identities secret until they knew they were safe to
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share. For example, legitimizing Discourses avoided appearing as extremists by taming
their enthusiasm to fight back oppression against TTS. This conclusion is valid for
legitimizing Discourses at any stage in the continuum, with the exception of those who
not only evolve outside of the school but also are in situations in which they had to
declare their support of TTS, such as workers at TFP. Secondly, another unexpected
finding is that the most esteemed legitimizing Discourses for TTS are the ones who use
surreptitious methods to give some power back to students and their families such as
caring, encouraging, supporting, and empowering through their daily interactions,
educating, mentoring, teaching, and guidance. Reversely and unexpectedly, a cautious
inference is that the worst Discourse for TTS is not in fact the delegitimizing Discourse,
but rather, the overtly passionate legitimizing Discourse who might cause more harm
than good for TTS and their families.
TTS Respond to Oppressive Discourses Through a Fluid System of Tools, Avenues,
and Transliterate Discourses Called Transresistance
The present research confirmed that TTS respond to oppressive Discourses by
enacting transresistance, which I define as “a fluid system of social and intellectual
discourses of acceptance and rejection; manifested through acts, dispositions, and
behaviors, grounded in transliteracies; and aimed or directly or indirectly resisting
oppressive ideological Discourses in various times and spaces.” Transresistance
facilitates the understanding of the dynamics between attacks from oppressive Discourses
and how the targets of its oppression use their translinguistic characteristics to resist it.
Uncovering it in this work is significant because it helps to conceptualize how TTS built

210

a structure around how they respond to oppressive Discourses. A further breakdown of its
definition will help better understand my rationale when choosing the terms included.
First, in the word transresistance, the prefix trans~ is defined as Canagarajah
(2013) did: across and between and socially, temporally, and spatially situated. For my
definition of transresistance, the prefix trans~ also refers to the people who do the
resisting; those who are defined by their translocality, transliteracy, translanguaging,
translingualism, or any combination of these characteristics that can only be understood
through a legitimizing lens that acknowledges the multitude of ways to express and
represent language (Street, 2003).
Secondly, the word “resistance” accounts for the multimodal and multilayered
linguistic and cultural ways “trans~ individuals” use as tools of epistemic disobedience
(Mignolo, 2009) to counter the epistemic violence (Cochrane, 2002; Dotson, 1998, 2011)
on those who do not epitomize Whiteness, and instead, embody a trans~ identity.
Transresistance is not static; it is complex and fluid act that can look differently in
various contexts, because each transresistance episode is characterized by the oppressive
experience that triggered the episode, the oppressive Discourse or instigator who enacted
the oppression, the actors who acted out the transresistance, the tools of transresistance
utilized, the direct or indirect avenue chosen by the actor, and finally, the time and space
in which the episode takes place.
Lastly, I found that transresistance is made of social and intellectual discourses,
manifested through acts, dispositions, or behaviors, grounded in transliteracies. The word
“social” refers to discourses illuminated in actions triggered by and tied to social settings
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and cues, such as gestures and looks; while “intellectual” points to discourses illustrated
through actions that require intellectual skills and background knowledge, such as writing
or drawing. I chose to add the words “acts, dispositions, and behaviors” to this definition,
to underline the three types of actions that emerged in my analysis. “Acts” refer to things
TTS physically did; “dispositions” refer to TTS’ state of mind and tendency to respond in
a certain way to specific things, people, or places; and “behaviors” refer to TTS’
observable and measurable pattern of conducts and mannerisms in conjunction with their
environment.
In the next paragraphs, I will expand on how student’ practice of transresistance fits in
the scholarship.
The definition of transresistance illustrates how it is well tied to the scholarship
about how Latinx TTS traditionally challenge philosophies based in raciolinguistics, on
several fronts. To begin with, just like participants in Perez, Vasquez, and Buriel (2016),
my student participants reclaimed their transcultural identities to contest the idea that
their linguistic and cultural repertoires are unworthy. By positioning themselves as global
linguistic actors, for example, my student participants challenged many of delegitimizing
Discourses’ assumptions and false narratives about them. Certainly, by expressing their
heritage cultural expressions and literacies and by positioning themselves as globalized
linguistic and cultural actors who learn Korean and French, they deny oppressive
Discourses the pleasure of diming their existence in the school community.
Moreover, the frame of transresistance supports the theoretical and empirical
scholarship about how Latinx TTS enact translinguistic actions to resist across time and
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space. Indeed, students’ behaviors in certain spaces (classroom while acting out an
imposed Discourse versus in the cafeteria while embodying a self-proclaimed Discourse)
and times (when being scolded by a delegitimizing Discourse versus when interacting
with a legitimizing Discourse) in the school community illustrated the concept of
embeddedness (Vertovec, 2009), which explains the effect of local circumstances and
structural dynamisms on transnational practices. In fact, the interactions, expectations,
and circumstances around student participants greatly impacted their natural and typical
translinguistic and transcultural behaviors.
Another way for my student participants to escape linguistic spaces, which made
them more vulnerable to the attacks of oppressive Discourses, was to create linguistic
networks, as did Zentella’s (2016) research participants, a group of Californian high
schoolers who suffered anxieties in spaces where they couldn’t use the language(s) they
connected with the most. When cornered and unable to utilize their fluid and
sophisticated linguistic repertoires (Hymes, 2010) freely, my student participants
responded like Myra, Jimmy, and Victor, Rosa’s (2016b) research participants in an
ethnography in the Chicago high school. In fact, I often watched my student participants
turn a moment frustration, anxiety, or shame about their standard English proficiency,
which typically showed in their hesitancy to speak in certain spaces or a visible
frustration while speaking, into an exercise of hybridity (Gutiérrez, Baquedano‐López, &
Tejeda, 2009), by translanguaging (Celic & Seltzer, 2011; García, 2009), for example.
In addition, student participants showed their understanding of the polycentricity
(Blommaert, 2010) that existed in their school community; in other words, the collections
of language standards and standard-producing practices that define what is stereotypically
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normal or correct, linguistically. In fact, like Blommaert et. al.’s (2005) study participants
in Ghent, Belgium, students constantly negotiated language practices and chose how to
behave linguistically in different spaces and times; sometimes they chose to adhere to
these norms, other times, they opted to defy them. For example, student participants
practiced translingual writing (Atkinson et al., 2015) when performing academic tasks
with legitimizing Discourses, such when working with Mrs. Leonard or during our
critical focus group discussions.
Similarly, the student participants and I practiced tagging (Bruna, 2007) by
marking my office, where most of our research work took place, with items that signified
our collective belief that translingualism was valued, respected, practiced, and
legitimized in that space. These items included poems, posters, and the board on which
some type of translingual text was always present, whether it be a French lesson or an
image signaling one of our heritage languages.
Despite the undeniable connection between transresistance and existing
scholarship, this finding goes beyond agreeing with prior works. It goes further to expand
the literature to offer us an understanding of the nuances within the strategic response
system TTS arm themselves against oppressive Discourses, namely the notion that both
acceptance and rejection as acts of resistance. Also, it offers the idea of direct versus
indirect resistance, through oneself and through others.
The act of resistance in transresistance, as explained earlier in this chapter, relate
to TTS’ exercise of epistemic defiance, through actions grounded in transliteracies. An
unanticipated finding was the ways in which students chose these actions; depending on
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the time and space, and the Discourse to which they were responding. At times, students
chose rejection or explicit methods of resistance such as verbal snaps and blunt
denunciations; and other times, they chose acceptance or calculated approvals that
concealed resistance into a deceptive tolerance of oppressive Discourses. Rejection and
acceptance can be initiated by the same oppressive experience and both can take place
during the same transresistance episode, making them fluid reactions. Though the
fluidity of rejection and acceptance connects them to the concepts of time and space cited
in the literature and links them to the general idea of challenging raciolinguistic as
presented in the literature, their materialization in transresistance expands the scholarship
by explicating that TTS are burdened with constantly negotiating their resistance to
oppressive Discourses through fluid and contradictory strategies; in addition to
negotiating their identities, linguistic practices and norms, relationships and affiliations,
social exchanges, and place in the school community, amongst others.
As a result of a deeper understanding of rejection and acceptance, unexpected
conclusions emerged about how they are manifested by particular Discourses. For
example, both legitimizing and delegitimizing Discourses fuel rejecting reactions from
TTS. However, most rejection acts are directed at delegitimizing in-school Discourses.
Likewise, most acceptance is aimed at delegitimizing Discourses, especially because it
makes the oppressor believe that TTS are passive and submissive. This is a method used
to survive oppressive Discourses once perpetrators feel comfortable with the TTS. TTS
utilize more subtle methods earlier in their resistance; such as gestures, body language,
signs to other TTS; but eventually opt for more discernable acts of resistance, such as the
use of translinguistic literacies in communal spaces. It is important to note that while I
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understand the impulse to regard the use of transcultural identities as acceptance to the
pressure to assimilate, I argue that they are indeed ways to reject Whiteness still. Some
scholars have referred to the mainstream belief that the only way one could be marked as
an American is to speak (culturally become) “American” (Standard English) or choose
the alternative of remaining racialized and isolated from white America (Rosa, 2016).
This popular discourse further creates fear and obligates Latinx youth to strategize their
adoption of identity; I believe one way to achieve that is by enacting acceptance.
In addition to introducing the concepts of rejection and acceptance,
transresistance complements prior works by proposing that TTS challenge oppressive
Discourses through an additional avenue, besides fighting it directly by themselves. In
fact, TTS also confront and respond to oppressive ideological Discourses through others
in the school community, using their actions to learn how to transresist or indirectly
benefit from their transresistance; thus, the introduction of the ideas of direct and
indirect resistance.
Implications
The conclusions of this research are consistent with the literature about the
influence of language on racial and ethnic identities; the scholarship on how perspectives
about race form sociolinguistic variation and social and political processes; and on the
works that assert that language, the English language specifically in this case, can and is
being used as a perpetrator of epistemic violence. However, the findings also expand our
understanding of ideological D/discourses in school community settings and discover the
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intricacies of TTS’ response to them through transresistance. Hence, their significant
implications on theory, research, and practice.
First, these findings contribute to the field of language and literacy’s theorization
of the link between language, race, and power. By unveiling the characteristics of
D/discourses of power and hierarchy, this work highlights the power the transliteracies
and critical consciousness of TTS from immigrant backgrounds breathe into their daily
interactions with different actors in their school communities. Conversely, this study
surfaces the immense dominance of oppressive Discourses, their strong influence in the
perception of TTS, and the support they gain from forces outside of the school walls. I
believe that my personal stance and background as a researcher has aided in building trust
with participants and thus facilitated access to rich and discerning data about their truths.
Additionally, my attempt to truly understand the school culture by integrating it and
acting as a “long residence” researcher Heath (1982) and my efforts really be there
(Erickson, 1984) as a member of the school community, made participants admittedly
perceive me as a trustworthy legitimizing Discourse who understood their struggles.
Therefore, research institutions and organizations can benefit from this work by utilizing
some of its key features that help us better understand the link between researchers’
personal characteristics and access to more valuable data from oppressed groups. Indeed,
this study emphasizes the importance of recruiting, training, and supporting researchers
whose stance allows for a critical lens that encourages minoritized children to open up
and share their stories candidly.
Secondly, the field of sociolinguistics can benefit from this study which
represents a step towards engaging in more critical research that decolonizes and
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democratizes its methods in order not to perpetuate the marginalization of minoritized
groups in its processes. In fact, by making student participants’ various dimensions the
focus of its processes, this research paints a clearer picture of TTS’ realities in their
school community. Indeed, conducting this investigation through a multitude of sensory
and traditional ethnographic methods allowed to discover the role of ideological
discourses and Discourses in school communities and the sophistications of TTS’ response
to them through transresistance. Conclusions of this research will benefit those who use
research to better understand and improve their practice with TTS student groups. School
teachers and staff can use these findings to critically examine and interpret the various
dimensions of TTS’ complex identities, while school administrators can rely on this work
to reassess school practices that affect TTS’ identity development. Furthermore, more
inclusive policies regarding pedagogical expectations and student assessment can be
achieved by policy-makers if they consider the findings of this research related to how
ideologies are underhandedly channeled through D/discourses and the psychological
effect they have on TTS and their schooling experiences. Moreover, uncovering
transresistance in this study, enlightens us about the effectiveness of research processes
cited in current empirical scholarship about TTS and how they challenge raciolinguistics.
Certainly, prior studies have taught us a lot about how TTS fight back racist and
linguicist ideologies in a single special entity, such as one classroom, one home, or one
school. However, this current study’s findings challenge the effectiveness of this practice,
with the insight that transresistance is a fluid act that changes within every TTS, and
depending upon the various characteristics of the transresistance episode, in different
times and spaces. This information benefits researchers interested in learning about any
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aspect of TTS’ resistance to oppressive identities because they offer the understanding
that TTS’ hybridity and their heteroglossic and dialogic individualities, are replicated in
their transresistance.
Thirdly, the findings of this project inform us that TTS’ diverse multimodal
literacies go beyond allowing them to express identity-related discourses, as so
extensively demonstrated in the NLS scholarship; they also offer TTS endless
opportunities to stand up for themselves and represent a vehicle through which they
communicate their perspective on equitable schooling. This understanding gifts higher
education institutions the opportunity to redefine the practice of language and literacy
educators who could use this knowledge to inform their pedagogy towards the preparation
of more social justice-oriented teachers that would be identified as legitimizing

Discourses by TTS. Clearly then, teachers consequently benefit from this research’s
findings by having access to teacher education that prepares them to empower and
support TTS’ transresistance, at whichever level of the continuum, and through the types
of pedagogies and advocacy TTS identified as being more needed and more effective. In
practice, new teachers could go into their classrooms with the philosophical
understandings that account for TTS’ identities and equipped with a toolkit of classroom
procedures; curriculum adaptation tools; routine processes; as well as instruction and
assessment strategies geared towards including TTS in all aspects of their teaching. In
essence, these teachers would be ready to support TTS’ transresistance, or at a minimum,
understand how it is expressed and enacted. Furthermore, teacher educators can use this
work as a call for action to consider themselves more than just teachers, but also mentors
of future teachers. Indeed, if an implication for teachers is to go into schools as advocates
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of their TTS, then it is not far-fetched to expect teacher educators to act as the ones who
model these behaviors for them. Just like the inclusive teacher figures in this project who
became better advocates for TTS when they were mentored by their own teachers and felt
that they could advocate with lesser risks of retaliation when surrounded by other
educators who felt the same about social justice and equity schooling for TTS, preservice and in-service teachers would benefit from teacher educators, coaches, and
trainers who stand up with them as they grow as inclusive figures in their own rights.
Since legitimizing teacher educators help develop legitimizing and inclusive teachers;
higher education institution should include the role of the teacher educator as part of an
effective social justice and equity-oriented teacher education program.
Additionally, this research’s findings will provide a new dimension of understanding of
the TTS psyche to teachers and other school community stakeholders who work with
them. Indeed, this study reveals that TTS spend a lot of time negotiating transresistance
in their daily interactions within the school community, thus necessitating not only
academic support, but also crucial emotional support because their barriers to success
surpass language and cognitive issues; they also stem from psychological challenges that
keep them from learning, integrating, being up to par and meeting the expectations of
multiple Discourses.
Limitations
Several limitations associated with the design and implementation of this study
were identified. In the area of design, there are concerns related to sampling. To start,
there is the disparity of statuses student participants had in school, due to their attendance
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to different types of programs, such as remedial after-school programs and ESL classes.
This difference in the types of spaces student participants navigate might affect their
exposure or lack of exposure to exclusionary discourses and oppressive Discourses; thus,
influencing the homogeneity of the sampling and students’ definition and enactment of
transresistance. Pursuing this further, I recruited community members from
organizations that I found through my own search and through the referral of local
informants; their criteria of recruitment was to work directly or indirectly with the Latinx
families within the city. The approach utilized, which was I did not anticipate, suffers
from the limitation that I might have been pointed out to community members who were
already known to work with the Latinx community so publicly, because they were
legitimizing Discourses. This might be a speculation on my part, but the data shows that
all community members expressed inclusive discourses and denounced delegitimizing
Discourses. Furthermore, as I noted in the Implications Section above, this research
demonstrates the importance of recruiting, training, and supporting more researchers with
a critical positionality who might be more prone to access honest stories from minoritized
children. I also believe it is important to ground research such as this one on the literature
of scholars who not only have a critical lens, but who are from minoritized backgrounds
themselves or who, at the least, conduct decolonizing research as I have attempted to do
here. Thus, an additional limitation of this study then becomes the fact that I wasn’t able
to cite more scholars from minoritized origins who produce decolonizing scholarship
based on decolonizing research.
Several limitations related to the implementation of this study were identified.
First, although my identity as a person from minoritized background who is also an
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immigrant to the U.S., my extensive work as an educator of Latinx students, and my
work in this school community for the three years prior to the start of this study were
positive assets for this study, I wonder how much of my own identity and presence
impacted participants, especially students. Although, I made every effort to conduct this
work using strict rigor and quality of research guidelines and reflexivity, it is fair to
assume that my personal and professional backgrounds and my status as a PIR in Burling
School might have somehow influenced participants over the course of this project.
Second, during the process of recruiting parents for the study, I sensed that
several parents did not end up joining as participants because of their fear of identifying
themselves as immigrants or the fear of exposing themselves to the government because
of their immigration status in the country; I got a sense of this sentiment because of the
questions they asked me. This issue can be connected to recent incidents in Burling City,
including raids from the Immigration and Customs Enforcement (ICE) agency targeting
mainly Mexican immigrants in the area. Having more parent participants could have
enhanced the knowledge base about student participants’ identity profiles and possibly
lead to more information about their transresistance outside of the school walls and
within the community. Third, almost all student participants were from Mexican decent,
which might have generated different findings about the complexities of transresistance
than if a more diverse group of students from immigrant backgrounds was recruited.
In Chapter 3, I shared the verification strategies (Morse et al., 2002) I utilize in
order to proceed with rigor in this project. To begin with, in order to ensure the quality of
the research as data collection progressed, I counted on my flexibility, innovation,
thoughtfulness, and skillfulness, by continuously and carefully analyzing data as it came
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in, based on interpretation of data rather than any preset rules. One limitation in this
approach is the initial interpretations of data, which were mainly based on sensory
ethnographic analysis, an approach that can possibly counter the effects of my reflexivity
because feelings and emotions are involved. In addition, the transferability might have
been affected because I could not share more multimedia data as evidence in this
transcript such as large-size files containing videos and pictures, thus, not offering an
extremely detailed account of the environment surrounding this research and include an
exceptionally rich description of the context. Finally, these limitations connected to the
verification strategies used and elements of the study’s trustworthiness could have
affected the quality of the findings ultimately. Indeed, the development of the frame of
transresistance was based on a constant negotiation between my micro evaluation of the
data and a macro conceptual/theoretical understanding. This process of verification for
theory development might have been tainted at any stage by any or all of the limitations
described above; thus, becoming a major limitation in the trustworthiness of the findings.
Recommendations for Future Research
There are three recommendations for future research. The first one prescribes
researchers to engage deeper in inquiries about transresistance by employing research
design and methods that can secure better chances at quality research, by using more
diverse groups of participants and more suited critical methods based on prior
decolonizing works. The next recommendation proposes extending this research to other
minoritized communities and in different contexts outside of school communities, to
potentially further verify the trustworthiness of the frame of transresistance and also
possibly increase our understandings of its conceptual characteristics and theoretical
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framing. Lastly, a third recommendation is for more minoritized researchers to delve in
inquiries similar to this one; first these inquiries will be grounded in the recognition that
Latinx students from immigrant backgrounds and youth from other immigrant origins are
empowered individuals with a critical consciousness; and second, these inquiries will aim
at dismantling homogenic opinions about the race, ethnicity, and language of othered
groups, and they will also resist colonizing and imperialist ideologies, from the inception
of the research to dissemination of its findings.
Conclusion
This research study sought to answer three essential questions: What are the
discourses of social power and hierarchical structures present in the experiences of
middle-school Latinx transcultural and translinguistic students in their school
community? What ideological Discourses are enacted in these experiences? How do
these students respond to the ideologies exhibited in oppressive Discourses? The tree key
findings that emerged from this work point to the existence of discourses that bring to life
exclusionary and inclusive figured worlds through everyday language-in-use; the
presence of primary, secondary, self-constructed, imposed, legitimizing, and
delegitimizing ideological Discourses that strongly impact the identities of TTS’; and the
framing of transresistance, a structure of discourses of acceptance and discourses of
rejection, through which TTS directly and indirectly resist oppressive Discourses, using
various tools grounded in their transliteracies and expressed with social and intellectual
acts, behaviors, and dispositions communicated fluidly in different times and spaces. In
our current context, where the silencing of those who resist racism and linguicism is
frequent, this study sought to be a contribution to the dialogue against epistemological
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violence which is on the rise more than ever. My hope is that this work will get us closer
to a world in which looking and sounding differently than mainstream people is
embraced as part of the beauty of our society and a world in which translinguistic and
transcultural students are recognized for their valuable contributions to our school
communities.
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Appendix A
Examples of Student Responses Collected During Critical Focus Groups Discussions

1.

Magdalena’s Graphic Organizer Response to a Video After a Watch It! Critical
Focus Group.

2.

Andrés’s Response to Watch It! Critical Discussion
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3.

Joalene’s Response to Read It! Critical Discussion

4.

Javier’s Response to the Critical Discussion Listen To It!
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5.

Magdalena’s Response to See It! Critical Discussion
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Appendix B
Examples of Arts-Based Data Collected from Students for
Image-Elicited Interviews

1.

Natalia’s Timeline

2.

Andrés’s Relational Map
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3.

Joalene’s Self-Portrait

4.

Language Silhouette Outline Used with Students and Retrieved
from Martin (2012)
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Appendix C
Javier’s Photo-Elicited Interview Photos Related to the
Burling City PDS Partnership
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Appendix D
Semi-Structured Interview Questions - Teachers and Community Members
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Appendix E
Examples of Analysis Codebook
1.

Codebook 1
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2.

Codebook 2
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